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Abstract. The relevance of this study is determined by the need for a scientifically grounded rethinking of the education 
and upbringing system of the Kyrgyz Republic in the context of globalisation, which is accompanied by the blurring of value 
orientations and the growing risk of losing national identity. The purpose of the article was to develop and theoretically 
substantiate a general pedagogical model of education and upbringing based on the traditional values of the Kyrgyz people 
and modern scientific and pedagogical approaches, within the framework of the Unguzhol Doctrine. The study employed 
methods of theoretical analysis, synthesis, systematisation, comparative pedagogical analysis, and conceptual modelling. 
The research examined the philosophical, pedagogical, and methodological foundations of the Unguzhol Doctrine, which 
serves as the core of the proposed pedagogical model. The structure and content of the Doctrine, its strategic significance 
for the teaching of social and humanities disciplines in higher education institutions, as well as the tasks set forth in the 
document and the ways of their implementation were analysed. It was established that the proposed general pedagogical 
model creates a scientific basis for the formation of a citizen of Kyrgyzstan, reveals the fundamental value-based and 
personal characteristics inherent to a citizen of Kyrgyzstan, and defines effective ways and means of their purposeful 
formation within the education and upbringing system. Special attention was paid to the key provision of the Doctrine 
aimed at transforming Kyrgyzstan from a consumer country into a producer country, which corresponds to modern socio-
economic conditions and the requirements of a post-industrial society. The practical significance of the study lies in the 
possibility of using the obtained results by university teachers, researchers, and developers of educational programs in the 
modernisation of social and humanities education and educational activities
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 INTRODUCTION
For developing states, the question of educating citizens, 
particularly younger generations, in accordance with con-
temporary requirements represents a critical challenge. 

Such pedagogical issues become particularly acute during 
periods of state formation, when determining the country’s 
position among other nations, forming national identity, 
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identity in curricula. Kyrgyz researchers N.  Diushee-
va (2023), A. Mamytov (2024), and A. Raimkulova (2024) 
identified increased demands on teachers under conditions 
of globalisation, informatisation, technologisation, and 
distance learning, emphasising the necessity of integrating 
these with national characteristics, psychology, values, and 
folk educational traditions. The education and upbringing 
system in Kyrgyzstan requires preparation of teachers with 
high ethnopedagogical competence, moral ethics, and rich 
values. This establishes the foundation for future teachers 
to educate younger generations and preserve national iden-
tity. The research aimed to theoretically develop a peda-
gogical model that provides future teachers of the Kyrgyz 
Republic with educational, ethnocultural, and moral com-
petencies for educating younger generations and preserv-
ing national identity under globalisation conditions.

 MATERIALS AND METHODS
This study possessed a theoretical character and focused on 
developing a pedagogical model for preparing future teach-
ers in Kyrgyzstan. The research based itself on systematic 
analysis of normative documents, philosophical-pedagogi-
cal literature, and authors’ empirical observations. Primary 
normative documents included the President of the Kyrgyz 
Republic’s 2022 “National Values” programme (Presidential 
Decree No. 303, 2022) and the 2024 Unguzhol world-lev-
el doctrine (The Doctrine of the Kyrgyz Republic…, 2024). 
Additionally, relevant laws and regulations defining na-
tional education policy and teacher preparation standards 
were utilised. Three principal scientific methods were em-
ployed in the research. Content analysis was conducted to 
identify key principles, values, and strategic goals of the 
Unguzhol Doctrine and “National Values” programme, 
with particular attention to patriotic, moral, and national 
identity aspects. Comparative analysis was employed to 
examine interrelations between national values and glob-
al challenges (globalisation, post-industrial social trans-
formations, cultural assimilation). This method enabled 
identification of intersections between national traditions 
and contemporary socio-economic and educational require-
ments. Conceptual modelling was utilised in theoretical 
construction of the pedagogical model, integrating nation-
al identity, ethical principles, and patriotic competencies.

Methodological recommendations from other authors 
were also employed. For instance, S.  Rysbaev’s  (2015) 
method of developing value-based curricula and A.  Al-
imbekov’s  (2017) concept of ethnopedagogical prepara-
tion were utilised in substantiating components and stages 
of the pedagogical model. The research information base 
comprised official sites of the Kyrgyz Republic, presiden-
tial decrees in archives, peer-reviewed academic journals, 
and authors’ observations conducted with teachers and stu-
dents. Selection of the Unguzhol Doctrine as the primary 
source is justified by its integration of patriotic, ethical, 
and cultural education aligned with national strategic ob-
jectives. This methodology enables systematic theoretical 
examination of future pedagogical personnel preparation 

ensuring state security, and establishing international 
recognition. These challenges intensify during complex 
developmental processes and become significant social 
concerns. Currently, the Kyrgyz state faces transforma-
tions characteristic of post-industrial societies: transitions 
from quantity to quality, establishment of market relations 
in socio-economic sectors and public interactions, all oc-
curring within the conditions of globalisation – an unde-
fined, worldwide phenomenon affecting nations globally. 
Globalisation transforms not only economic and political 
connections between states but also cultural, linguistic, re-
ligious, and spiritual spheres within societies. As the world 
simultaneously expands and contracts under globalisation, 
individuals, societies, and states must determine their po-
sition and civic identity. The loss of national identity in 
the globalisation era results from deterioration of citizens’ 
internal worlds, diminished national consciousness, and 
absence of patriotic and civic sentiments. According to 
the Kyrgyz Republic’s “National Values” programme, the 
framework comprises four principal directions: (1)  culti-
vating valuable individuals (forming and developing valua-
ble citizens of Kyrgyzstan); (2) transitioning from valuable 
individuals to a valuable society (disseminating valuable 
behaviour at the societal level); (3) strengthening valuable 
spiritual culture (preserving and developing spiritual cul-
ture); and (4) preserving and protecting valuable material 
culture (standardising and developing material culture). 
These directions are interconnected and achieve effective-
ness only through integrated implementation (Presidential 
Decree No. 303, 2022).

V. Musaieva & D. Baibosova (2024) considered socie-
ty holistically, defining it as spiritual-moral ethics, values, 
and the nation’s spirit as its core and soul. The foundation 
of education based on national values primarily consists 
of teachers’ ethnopedagogical preparation. A.  Alimbek-
ov  (2022) defined ethnopedagogical preparation as his-
torical memory, respectful attitudes towards ethnocultur-
al values, the ability to connect past and future, and the 
system of knowledge, skills, and competencies essential 
for teachers. These concepts emphasise the significance 
of moral and ethnocultural competence in teacher prepa-
ration. A. Muratov & N.  Sovietbekova  (2024) noted that 
upbringing must begin primarily in the family, stating that 
children are given as small human beings, and if deprived 
of care and attention, their future develops poorly. There-
fore, adequate preparation of future teachers for educa-
tional work during their student period becomes critically 
important, enabling them to support parental responsibili-
ties and properly educate children.

Contemporary research confirms the complexity of ed-
ucational issues under globalisation conditions. S. Bayga-
ziev (2025) indicated that globalisation affects economic, 
social, and cultural spheres, creating threats to national 
identity. Under these conditions, cultivating patriotic, mor-
al, and valuable individuals becomes a state-level strate-
gic task. M. Yurchenko (2024) reinforced this perspective, 
demonstrating the necessity of forming civic and national 
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in Kyrgyzstan, preserving national identity and forming 
ethical-patriotic competencies.

 RESULTS AND DISCUSSION
Principal directions  
of the Kyrgyz Republic’s national pedagogical model 
and the Unguzhol Doctrine
Under such circumstances, the necessity emerges to return 
to historical paths, determine fundamental pedagogical 
principles defining the state structure system and strategic 
directions of national development based on spiritual val-
ues. The Doctrine of the Kyrgyz Republic “National Spirit – 
World Heights” (2024) emerges as the strategic document 
defining the foundation and basic principles of contempo-
rary national pedagogy of the Kyrgyz Republic. It repre-
sents a document “...uniting the country’s citizens into a 
unified whole, reviving faith in a bright future, strength-
ening civic patriotism and national spirit, opening paths 
to new breath”. The concepts of “breath” and “direction” 
in the document’s title derive from cultural and spiritual 
traditions of the Kyrgyz people: “breath” signifies spiritual 
strength and inspiration, whilst “direction” represents a 
historical and future-oriented path. 

Currently, positive tendencies are observed in the de-
velopment of the Kyrgyz Republic, with increasing trust in 
state institutions and authority within society. Under such 
conditions, the necessity for strategic documents aimed 
at strengthening national identity, civic consciousness, 
and patriotism intensifies. The “National Spirit  – World 
Heights” Unguzhol proposed by the President of the Kyrgyz 
Republic is considered a significant state-level document of 
national ideology, aimed at strengthening ideological foun-
dations of Kyrgyz society. This document must be accepted 
as a fundamental general national direction encompass-
ing public-political, socio-economic, and cultural-spiritual 
development directions of the Kyrgyz people, relevant to 
nearly all sectors of Kyrgyzstan. National Unguzhol forms 
the scientific-methodological foundation of contemporary 
Kyrgyz pedagogy and education by defining the develop-
mental future of the Kyrgyz people. Its principal leitmotif 
demands a national pedagogical model aimed at forming 
a creative Kyrgyz citizen – physically healthy, with strong 
patriotic consciousness, morally stable, intellectually ad-
vanced, aesthetically rich, equipped with modern tech-
nologies, flexible, capable of finding their place amongst 
various cultures. Most significantly, the “National Spirit – 
World Heights” doctrine serves as an instrument uniting 
the country’s citizens, strengthening civic, patriotic, and 
national spirit (breath), inspiring the general Kyrgyz com-
munity, including pedagogues working in education.

The Doctrine not only defines general directions of 
ideological development but also characterises “A patriotic 
Kyrgyz citizen – a person possessing the virtue of serving 
the people, knowledge and professionalism appropriate to 
contemporary demands, capable of free thinking and in-
dependent correct decision-making, overcoming various 
obstacles in achieving goals, with strong will, boundlessly 

loving their homeland and people”. The principal tasks of 
achieving such citizenship are defined in the Doctrine as:

1.  Forming national worldview based on respect for 
Kyrgyz people’s history, culture, and customs.

2.  Developing civic patriotism, supporting initiatives 
contributing to strengthening social unity.

3. Developing educational programmes and cultural pro-
jects aimed at disseminating national values amongst youth.

4. Strengthening the international image of the Kyrgyz 
Republic as a country possessing rich cultural heritage and 
progressive views towards the future.

5. Forming the uplifting spirit and creative atmosphere 
of society members accompanied by pride and honour in 
being Kyrgyz citizens.

Amongst tasks set in the Doctrine, particular emphasis 
must be placed on defining priority measures for raising the 
population of the Kyrgyz Republic from consumer status to 
producer level, required by contemporary socio-econom-
ic conditions and post-industrial society; forming values 
in citizens’ consciousness of earning from honest labour, 
not coveting others’ wealth, viewing and protecting state 
property as their own. This task actualises requirements 
for economic literacy, thriftiness, organisation, discipline, 
responsibility, and transition from quantity to quality in 
all spheres of activity from each citizen. For the Kyrgyz 
population, which has not experienced genuine capitalism 
and lived according to clan, kinship, and mutual assistance 
traditions characteristic of the feudal era, then existed in 
the Soviet era’s distributive period, adherence to principles 
such as “stretch your legs according to your bed”, “become 
accustomed to living without coveting others’ wealth”, 
“work like a slave, live like a lord”, and “five fingers are 
not equal” becomes actualised, along with observing rules 
of non-interference with state and private property. 

Requirements set forth in the Doctrine demand a na-
tional pedagogical model emphasising citizenship issues 
in the Kyrgyz Republic and encompassing implementation 
methods. The national educational model of pedagogy 
must be constructed considering current socio-economic 
conditions, Kyrgyz people’s nature and mentality, histor-
ical-cultural path, national-spiritual wealth, linguistic and 
religious characteristics, and the reality that Kyrgyzstan 
is a multi-ethnic state. These issues connect with external 
factors such as democratisation in the globalisation era, in-
ternational problem complexities, and labour market trans-
formation; most critically, consideration must be given to 
labour-capable population exposure to migration. Simulta-
neously, internal factors characteristic of youth – mobility, 
desire to know other countries, career growth, self-affir-
mation and self-expression, realisation – accompanied by 
actions, whether desired or not, compel the population, 
especially younger generations, to know their native lan-
guage, develop economic entrepreneurship, multicultural-
ism, social flexibility, emotional intelligence, openness to 
technological innovations, and live, work, and study under 
digitalisation conditions. Therefore, discussing the “Na-
tional Spirit – World Heights” Unguzhol, multiculturalism 
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and multilingualism characteristic of Kyrgyz citizens must 
not be forgotten. Notably, for citizens of the Kyrgyz Repub-
lic, knowing two or more languages constitutes the gen-
eral linguistic situation. The predominant portion of the 
country’s population speaks the state language – Kyrgyz – 
whilst over 40% speak Russian, and contemporary migra-
tion processes strengthen the necessity of mastering other 
world languages, including English. This is stipulated in 
the Doctrine: “...respectful attitude towards the language, 
history, and culture of near and far neighbouring peoples”. 
Such linguistic competencies are seen as essential tools for 
the successful integration of Kyrgyz citizens into the global 
socio-economic space.

National educational model  
and civic identity under multicultural conditions
The concept of Kyrgyz citizen forming the core of the Doc-
trine necessitates forming citizenship, which, despite be-
ing a paramount issue for the entire Kyrgyz people, lacks 
specialised research on this matter. Simultaneously, human 
self-identification as a citizen, particularly self-awareness 
as a national representative, constitutes a critically impor-
tant issue. For the Kyrgyz Republic  – multi-ethnic, mul-
tilingual, multi-religious, multicultural, and geopolitically 
exposed to various external influences  – forming citizen-
ship remains an extremely complex issue occupying first 
place theoretically and practically. Under such conditions, 
one of the significant tasks of social-humanitarian sciences, 
including pedagogy, actualises the issue of forming indi-
viduals capable of preserving their national-cultural iden-
tity whilst simultaneously being tolerant (patient towards 
cultural differences) towards other national characteristics 
under multilingual and multicultural conditions, as multi-
lingualism and multiculturalism become social norms and 
values of contemporary society.

Characteristics of the Kyrgyz people that distinguish 
them from other nations – hospitality, tolerance (patience, 
endurance), equality (democracy), compassion, amongst 
other qualities  – whilst undoubtedly representing high 
moral qualities, manifest obvious submissiveness (firmly 
adhering to something, bowing down), often leading to 
renunciation of their own interests (frequently to avoid 
offending others). Subordination strength towards the cen-
tre by authorities, inability to preserve values within short 
time periods, and susceptibility to absorption by other cul-
tures (for instance, language, religion) provide impetus. 
Consequently, in Kyrgyzstan, a generation emerged that is 
neither “Kyrgyz” nor “Kirgiz”, neither Kyrgyz nor Russian 
nor German nor anyone else. As indicators of citizenship, 
according to B. Saydullayevich (2025), human social ma-
turity emerges, along with citizens’ duties towards home-
land and society, family obligations, responsibility towards 
their labour and profession, and political-ideological and 
moral qualities. These qualities manifest in human civic 
position (stance)  – attitudes towards society, state, legal 
and religious organisations, authority, etc. Social maturi-
ty correlates with psychological and intellectual maturity. 

When psychological maturity is incomplete, human social 
maturity delays, and their human behaviour, thinking, and 
understanding of societal demands fade. Simultaneously, 
changes in education goals complicate pedagogues’ profes-
sional duties, demonstrating that traditional preparation 
models fail to meet current societal demands.

Therefore, from a pedagogical perspective, as noted by 
T. Putri (2024), systematically conducted social, civic, and 
patriotic education, depending on each country’s historical 
and social development characteristics and corresponding 
to specific social and economic conditions, encompasses 
specially developed educational policy, ideology, models, 
programmes, and sequential educational measures. A. Sila-
ban et al. (2024) stated that civic education corresponding 
to requirements ensuring stability in the country, consider-
ing human resources, represents the goal of patriotism-ori-
ented education. It must encompass components such as 
patriotic education tasks, patriotic education content, pa-
triotic education means, patriotic education methods (tech-
nologies, methods), and results of patriotic education con-
ducted based on these components.

The fourth pillar of Unguzhol positions education, 
science, knowledge, and culture as its principal methodo-
logical direction. This expresses profound conviction that 
the sole path to preserving the Kyrgyz people as a nation 
and state connects to traditional educational experience 
inherited from ancestors, science, knowledge, and cul-
ture. Therefore, emphasis is placed on the equal obliga-
tion of the family, society, and state trinity in educating 
future citizens according to national values, providing 
contemporary scientific education, and forming high-cul-
ture professionals (Mechrishvili & Tkacheva, 2025). The 
reason for considering the Unguzhol Doctrine as a meth-
odological foundation is that, when addressing any issue, 
methodology is required to form foundational ideas con-
stituting its core. According to N. Asipova (2014), meth-
odology, considered as a scientific concept, encompasses 
tools guiding determination of the object, subject, goal, 
and tasks of the issue under consideration, as well as re-
search means and methods necessary for achieving the 
goal. The methodological characteristic of Unguzhol re-
veals all elements of current education from goal to re-
sult. Above all, it poses questions of creating contempo-
rary new models of education, the family as the state’s 
small model, educational institutions, and teaching and 
upbringing work within them (Baygaziev, 2020). 

From a scientific-methodological perspective, it should 
be noted that for the multi-ethnic Kyrgyz state, educating 
Kyrgyz citizens accompanies conceptual issues at the ideo-
logical level. The principal issue here involves distinguish-
ing the essence and significance of the concepts “state ide-
ology” and “national ideology” and harmoniously applying 
them to educational goals and tasks. This is not simple, as 
scientifically understanding, distinguishing, and interpret-
ing these two concepts and applying them in the educa-
tional process requires scientific-methodological prepara-
tion. Notably, the concepts of national ideology and state  
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ideology, each possessing their own essence and signifi-
cance, do not always coincide. Distinguished from national 
ideology, state ideology represents political provisions, de-
crees, orders, educational programmes, and special appeals 
presented in the form of ideas officially supported by state 
organisations and institutions based on politicised laws, 
directing social life. National ideology, however, signifies 
a collection of ideas encompassing collective identity by 
reflecting the people’s history, culture, and customs, nat-
urally reflecting the people’s historical experience, ethnic 
characteristics, and cultural-spiritual values, according to 
A. Alimbekov (2017).

In Unguzhol, which is widely discussed at conceptual 
and scientific-practical levels, attempts to harmonise na-
tional ideology with state ideology are evident. This can 
be substantiated as follows. Firstly, the “National Spirit – 
World Heights” Unguzhol is a document developed at the 
state level; therefore, it reflects various current develop-
ment directions of the state. Secondly, Unguzhol is an of-
ficial document demanding development of national ed-
ucational strategies and, if necessary, its national model, 
based on national values, wealth, and customs. From this, 
for Kyrgyz citizens, human self-awareness as a national 
representative and state citizen emerges as an extremely 
complex social and psychological phenomenon. As life ob-
servations and scientific research demonstrate, under glo-
balisation conditions, phenomena amongst youth include 
marginalisation (indefiniteness of national-cultural bound-
aries); national-cultural alienation; cultural assimilation 
(absorption amongst other nations); and national separa-
tion, accompanied by social-psychological and moral be-
havioural diffusion, complicating human national-cultural 
formation (Kadenova & Arakeev, 2024). This highlights the 
importance of a structured approach to fostering national 
identity within the modern global context.

Integration of the Unguzhol Doctrine  
into pedagogical practice and research discussion
The principal goal of state-level civic education involves 
forming the uplifting spirit and creativity of society mem-
bers accompanied by pride and honour in being Kyrgyz 
citizens. Under such conditions, amongst the significant 
educational tasks of social-humanitarian sciences, includ-
ing pedagogy, the issue of forming individuals capable of 
preserving their national-cultural identity whilst simultane-
ously being tolerant (patient towards cultural differences) 
towards other national characteristics under state language, 
multilingual, and multicultural conditions becomes actual-
ised (O’Sullivan & Pashby, 2008). Simultaneously, the posi-
tion of the Kyrgyz language, forming the primary attribute 
of statehood, is undoubtedly special. Related to this, “caring 
for the development of the state language and its constant 
use in all spheres of social life is the duty of every Kyrgyz 
citizen”, and “...the Kyrgyz language does not need protec-
tion, only application” (The Doctrine of the Kyrgyz Repub-
lic…, 2024). This requirement must be executed directly, 
without any disputes, and must be under state supervision. 

Another advantage of the Unguzhol Doctrine is that 
it makes a significant contribution to theoretically enrich-
ing current social-humanitarian sciences (Zahabioun  et 
al., 2013). The aforementioned document introduces con-
cepts such as civic patriotism, valuable citizen, founda-
tion, support, root sign, national symbol, national pride, 
and ecosystem into the scientific sphere by presenting 
these concepts in Kyrgyz scientific language, opening 
paths to scientifically explaining and interpreting these 
categories. For instance, “valuable citizen – a citizen who 
boundlessly loves their land and country, always ready to 
strengthen statehood, capable of defending their own and 
people’s honour, respecting national values, showing re-
spect to elders and honouring juniors, whose words and 
deeds coincide, striving to know much, honest, patient, 
sincere, generous, and forgiving”; “root sign represents the 
emblem of the Kyrgyz people reflecting the nation’s integ-
rity, ethnocultural appearance, intellectual strength, and 
constituent parts forming these”. Therefore, the Unguzhol 
Doctrine may be described as a significant contribution to 
understanding and interpreting social-communal sciences 
in scientific language. 

Although all these concepts were not previously used 
in scientific sources, particularly works related to educa-
tion, they derive from the Kyrgyz people’s nature, reflect 
their spiritual world, and align with the Kyrgyz people’s 
valuable wealth – valuing language (“one rises from falling 
on feet, but not from falling on tongue”), holding morali-
ty highly (“shame is a great nation”), and valuing patriot-
ism (“a brave man is at the country’s edge, at the enemy’s 
face”). Therefore, the Unguzhol Doctrine must be accepted 
not merely as a political-cultural appeal to preserve ped-
agogy in Kyrgyzstan, the people’s national educational 
traditions, native language, customs, and habits, but as a 
model for direct application in daily practice. A nation that 
cannot preserve and develop its culture, loses its language, 
religion, and national values has no future, like a tree bear-
ing no fruit. Thus, ahead lies the necessity of developing 
large-scale projects and state-level programmes encom-
passing educational sector reform to implement the “Na-
tional Spirit – World Heights” Unguzhol Doctrine, ensuring 
demographic growth and stable socio-economic develop-
ment of the state. Primary tasks amongst such measures 
include transitioning to 12-year education meeting world 
standards, improving vocational education, and ensuring 
quality higher education opening paths to science. The 
above demonstrates that the Kyrgyz Republic requires an 
educational model possessing state-level priority, based on 
the Kyrgyz people’s spiritual wealth and national cultural 
heritage. Therefore, the first version of the Kyrgyz Repub-
lic’s pedagogical national model is proposed below.

 
National pedagogical model of the Kyrgyz Republic
In the globalisation epoch encompassing the entire world, 
preserving the state’s position amongst other countries, its 
security as a state, economic stability, political independ-
ence, and cultural-spiritual identity; citizens’ patriotic and 
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civic consciousness, moral world, and human thought sys-
tem directly connect to duties performed as citizens of their 
country. The Kyrgyz Republic’s national pedagogical mod-
el represents an educational and upbringing system aimed 
at forming national identity, patriotism, and moral quali-
ties. The model’s principal objective is to organise Kyrgyz 
citizens’ education and upbringing according to national 
values and contemporary technologies, including ensur-
ing their moral, intellectual, and aesthetic development. 
Principles encompass reliance on national values, civic  

responsibility, multiculturalism, and innovation. Content 
includes educational, upbringing, cultural-spiritual, and so-
cio-economic components, whilst methods employ content 
analysis, comparative analysis, and conceptual modelling. 
Outcomes include developed citizens’ national conscious-
ness, patriotism, moral and intellectual competencies, and 
enhanced tolerance and responsibility in multicultural so-
ciety. The model is piloted in schools and higher education 
institutions, evaluated through integration of national val-
ues in lessons and competency growth (Fig. 1).

Moral purity 

Tasks of modern national education: 

Emotional 
and intellectual growth 

National linguistic-
civic identity  

Subjects of national education: 

- parents;
- teachers;
- school;
- local government representatives;
- students;
- general public;
- mass media;
- legal authorities, etc.

 The last true 
human being 

A socially active 
and responsible member of society 

The purpose  of the model: To form Kyrgyz citizens who meet the demands of the times, have a strong sense 
of citizenship and patriotism, are morally clean, healthy, and know how to preserve national values and heritage.   

Methodological principles of the national 
pedagogical model: Relian ce on national values; the 
connection of education and upbringing with life; 
patriotism, civic duty; the unity of the trinity of family, 
society and state, etc. 

Historical and cultural background of national 
education: The seven commandments of Manas; the 
superiority of the native language; folk traditions, the 
inexhaustible rich history of the Kyrgyz people; spiritual 
heritage; unique ethnoculture; folk educational experience. 

The content of education in national pedagogy: Civic duty to the homeland, the people, and society; moral purity 
in relationships with societ y and the environment; sensitivity and intellectual excellence; beauty and the world of 
beauty; a healthy person ready for various types of labour; initiative and creativity; a combination of tradition and 
innovation; pride and enthusiasm for being a Kyrgyz citi zen, accompanied by a sense of pride and enthusiasm, and a 
creative spirit, etc. 

Ways and m eans of implementing national education: 
- specially developed programmes, trainings, seminars for students;
- technologies  for implementing national education;
- specific activities;
- textbooks, g ames, booklets, videos, cartoons;
- new technol ogical tools, etc.;
- design work;
-creation work.

The results of national education: A healthy, patriotic Kyrgyz citizen who loves his native language, knows other 
languages,  is morally stable, has a high intellectual level, has a rich aesthetic taste, is equipped with modern 
technologies, and is able to find their place among different cultures. 

Figure 1. National pedagogical model of the Kyrgyz Republic
Source: created by the authors

The proposed model synthesises theoretical founda-
tions from the Unguzhol Doctrine with practical pedagog-
ical approaches, creating a comprehensive framework for 
education and upbringing in contemporary Kyrgyzstan. 
Implementation requires systematic coordination amongst 
educational institutions, families, and state structures, 
supported by appropriate curricula, teacher training pro-
grammes, and assessment mechanisms aligned with na-
tional values whilst maintaining openness to global edu-
cational standards.

 CONCLUSIONS
The conducted research enabled identification of fun-
damental characteristics in constructing a pedagogical  

systembased on national values and spiritual-moral prin-
ciples for Kyrgyzstan. Analysis of the “National Spirit  – 
World Heights”  (2024) Doctrine and philosophical-ped-
agogical literature demonstrated that effective education 
requires a systematic approach uniting families, educa-
tional institutions, and state structures. Findings indicat-
ed that forming citizens possessing moral qualities, pat-
riotism, and national identity holds strategic significance 
for preserving the country’s cultural and national charac-
teristics under globalisation conditions. The research also 
established the significance of preparing future teachers, 
whose pedagogical activity must encompass ethnopeda-
gogical knowledge, moral stability, and ability to convey 
national values to children. Theoretical analysis through 
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content-analytical, comparative, and conceptual modelling 
methods enabled identification of connections between na-
tional values and contemporary educational requirements, 
creating conditions for adapting global pedagogical experi-
ences to Kyrgyzstan. The research confirmed the necessity 
of integrating principles of multilingualism, tolerance, and 
multiculturalism into the educational process. Compared 
with post-Soviet countries, a pedagogical model based on 
national values contributes to strengthening civic identity 
and consolidating social unity, reducing risks of cultural 
marginalisation and assimilation amongst youth. Future 
research possibilities might include piloting the developed 
model in schools and higher education institutions; exam-
ining the impact of future teachers’ educational preparation 

on forming pupils’ national and moral values; and compar-
ing the effectiveness of various methods of forming civic 
identity in globalisation and multi-ethnic society.
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Аннотация. Изилдөөнүн актуалдуулугу глобалдашуу шартында Кыргыз Республикасынын билим берүү жана 
тарбия системасын илимий негизде кайрадан ой жүгүртүүнүн зарылдыгы менен шартталат, анткени бул 
мезгилде баалуулуктук багыттардын бүдөмүк болушу жана улуттук өзгөчөлүктү жоготуу коркунучу күч алууда. 
Макаланын максаты – “Унгужол” Доктринасынын логикасында кыргыз элинин салттуу баалуулуктарына жана 
заманбап илимий-педагогикалык көз караштарга таянган жалпы педагогикалык билим берүү жана тарбия 
моделин иштеп чыгуу жана теориялык жактан негиздөө болуп саналат. Изилдөөнүн жүрүшүндө теориялык 
талдоо, синтез, системалаштыруу, салыштырма-педагогикалык талдоо жана концептуалдык моделдөө 
ыкмалары колдонулду. Иштин алкагында сунушталып жаткан педагогикалык моделдин өзөгү катары каралган 
“Унгужол” Доктринасынын философиялык-педагогикалык жана методологиялык негиздери изилденди. 
Доктринанын түзүмү жана мазмундук өзгөчөлүктөрү, жогорку окуу жайларында окутулган социалдык жана 
гуманитардык илимдер үчүн анын стратегиялык мааниси, ошондой эле анда коюлган милдеттер жана аларды 
ишке ашыруунун жолдору талдоого алынды. Сунушталган жалпы педагогикалык модель Кыргызстандын 
жаранын калыптандыруунун илимий негизин түзөрү, Кыргызстандын жаранына мүнөздүү түпкү баалуулуктук 
жана инсандык сапаттарды ачып берери жана аларды билим берүү жана тарбия системасында максаттуу 
калыптандыруунун жол-жоболорун аныктай турганы аныкталды. Өзгөчө көңүл Доктринанын Кыргызстанды 
керектөөчү өлкөдөн өндүрүүчү өлкөгө айлантуу багытындагы негизги жобосуна бурулуп, анын заманбап 
социалдык-экономикалык шарттарга жана постиндустриалдык коомдун талаптарына шайкеш келери 
көрсөтүлдү. Иштин практикалык мааниси алынган жыйынтыктарды жогорку окуу жайларынын окутуучулары, 
илимий кызматкерлер жана билим берүү программаларын иштеп чыгуучулар социалдык-гуманитардык билим 
берүүнү жана тарбия ишин модернизациялоодо пайдалана алышында турат
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Аннотация. Актуальность исследования обусловлена необходимостью научно обоснованного переосмысления 
системы образования и воспитания Кыргызской Республики в условиях глобализации, сопровождающейся 
размыванием ценностных ориентиров и рисками утраты национальной идентичности. Целью статьи 
были разработка и теоретическое обоснование общепедагогической модели образования и воспитания, 
опирающейся на традиционные ценности кыргызского народа и современные научно-педагогические подходы, 
в логике Доктрины «Унгужол». В ходе исследования использованы методы теоретического анализа, синтеза, 
систематизации, сравнительно-педагогического анализа, а также метод концептуального моделирования. В 
работе были исследованы философско-педагогические и методологические основания Доктрины «Унгужол» как 
стержня предлагаемой модели, определяющего стратегические ориентиры развития образования и воспитания 
в Кыргызской Республике. Были проанализированы структура и содержательное наполнение Доктрины, ее 
значение для преподавания социальных и гуманитарных дисциплин в высших учебных заведениях, а также 
поставленные в документе задачи и механизмы их реализации в образовательной практике. Было установлено, 
что предлагаемая общепедагогическая модель создает научную основу для формирования гражданина 
Кыргызстана, раскрывает его исконные ценностные и личностные характеристики, а также определяет пути и 
средства их целенаправленного формирования в системе образования и воспитания. Особое внимание уделено 
ключевому положению Доктрины, ориентированному на трансформацию Кыргызстана из страны-потребителя в 
страну-производителя, что соответствует требованиям современных социально-экономических условий и логике 
постиндустриального общества. Практическая ценность работы заключается в возможности использования 
полученных результатов преподавателями, научными работниками и разработчиками образовательных 
программ высших учебных заведений при модернизации содержания социально-гуманитарного образования 
и воспитательной работы

Ключевые слова: национальные ценности; национальная идентичность; Уңгужол; доктрина; гражданин 
Кыргызстана
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Abstract. The study aimed to identify effective pedagogical models, socio-emotional approaches, and digital platforms 
for enhancing pedagogical tolerance and learning motivation among future teachers. The methodology included a 
comparative analysis of pedagogical models, a quasi-experimental study conducted from February to May 2024 at the 
Kyrgyz State University named after I. Arabaev and the International University of Innovation Technologies with the 
participation of 84 students, and the development of an algorithm for increasing pedagogical tolerance and motivation. 
The main findings demonstrated that the integrated application of a competence-oriented approach, socio-emotional 
learning, and gamified teaching methods with the incorporation of digital platforms leads to a significant increase in 
pedagogical tolerance and students’ intrinsic motivation. According to the Teacher Tolerance Scale, the proportion of 
students with high scores (4-5 points) increased on average by 25-35% compared with baseline values, particularly in 
terms of readiness to work with learners from diverse cultural, social, and individual backgrounds. Based on the Academic 
Motivation Scale, an increase in intrinsic motivation was observed, while indicators of active learning and independent 
knowledge acquisition rose by 20-35%. The level of amotivation decreased by approximately 10%, as the proportion of 
high amotivation scores (4-5 points) for items 10 and 14 declined from 25% to 15% and from 20% to 10%, respectively. 
The average lecturer assessments according to the criteria of professional competence increased from 3.0-3.3 to 4.5-4.7, 
with the most significant improvement observed in Ability to Organise Inclusive Learning Activities and Engagement 
in Teamwork. Observations indicated that students enhanced their communicative activity, the effectiveness of team 
interaction, the capacity for independent planning, and the ability to conduct reflective analysis of pedagogical practice. 
The developed algorithm for enhancing pedagogical tolerance and motivation provides a structured representation of 
sequential actions, tools, and expected outcomes. The study may be applied by lecturers in teacher education universities, 
methodologists in professional development centres, administrators of educational institutions, and researchers in the 
field of pedagogical education
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 INTRODUCTION
Pedagogical tolerance and learning motivation of future 
teachers are interrelated factors in the formation of profes-
sional competence, which determines the nature of peda-
gogical interaction, the quality of the educational process, 
and the effectiveness of educational influence. A tolerant 
attitude towards diversity of views, cultural differences, 
and individual educational needs is combined with intrin-
sic learning motivation, which directs future teachers to-
wards conscious professional development, self-reflection, 
and responsibility for the outcomes of pedagogical activi-
ty. Under these conditions, pedagogical tolerance functions 
not only as an ethical characteristic of personality but also 
as a professional quality that sustains stable motivation 
for learning, promotes the development of communicative 
culture, and ensures readiness for productive work in a 
diverse educational environment. The issue of pedagogi-
cal tolerance and learning motivation of future teachers is 
considered as a component of teachers’ professional com-
petence, which integrates personal, psychological, and di-
dactic characteristics and ensures effective interaction and 
a positive psychological climate in the educational process. 
This issue has been actively examined by researchers who 
analyse pedagogical tolerance and learning motivation as 
interrelated factors in the formation of professional quali-
ties of future teachers. For example, the study by A. Amiro-
va et al.  (2020) focused on the relationship between cre-
ative and research competences and the professional 
training of future teachers. The authors emphasised that an 
orientation towards active cognition, independent inquiry, 
and reflection strengthens intrinsic learning motivation, 
which creates a foundation for the development of a tol-
erant style of pedagogical thinking. Within this approach, 
tolerance is viewed not as an isolated moral trait but as a 
component of professional culture supported by motivation 
for continuous learning. 

N.  Prykhodkina  et al.  (2025) demonstrated that the 
use of interactive and digital technologies enhances the 
learning motivation of students in teacher education pro-
grammes while simultaneously creating conditions for the 
development of empathy, dialogic interaction, and a tol-
erant attitude towards diverse educational perspectives. 
This approach facilitates the integration of motivational 
and value-based components of professional competence. 
A systematic analysis of the state of higher pedagogical 
education in the Kyrgyz Republic conducted by G.  Isae-
va  et al.  (2023) revealed the existence of contradictions 
between the requirements for teachers’ professional activi-
ty and the level of development of their personal and moti-
vational characteristics. The scholars emphasised the need 
to strengthen attention to the development of socio-com-
municative qualities, among which pedagogical tolerance 
functions as a factor of professional adaptation and effec-
tive interaction in the educational environment. Learning 
motivation is regarded as a mechanism that ensures the 
readiness of future teachers to accept change and engage in 
professional selfdevelopment. The issue of the purposeful 

formation of pedagogical tolerance was addressed in the 
study by A. Joldasbaeva (2024), where tolerance was de-
fined as the foundation for the development of profession-
ally significant personal qualities of future teachers. The 
author demonstrated that a tolerant attitude towards pu-
pils and colleagues is formed during the learning process, 
provided that stable learning motivation oriented towards 
the values of the teaching profession is present. Such moti-
vation contributes to awareness of the teacher’s social role 
and responsibility for the outcomes of educational activity.

The mechanisms for developing professional compe-
tence of future teachers through the integration of pedagog-
ical and technical knowledge were analysed in the study of 
D.O. Khimmataliev et al. (2021). The authors emphasised 
that the integration of knowledge and skills requires a 
well-developed motivational sphere and the capacity for 
tolerant acceptance of new pedagogical approaches. Tol-
erance is viewed as a condition for the productive assimi-
lation of innovations and for interdisciplinary interaction. 
The reform of teacher education in the post-Soviet space, 
particularly with reference to the Kyrgyz Republic, was ex-
amined in the collective monograph by A. Momunalieva et 
al. (2024). Special attention was given to the transforma-
tion of motivational orientations of future teachers associ-
ated with the rethinking of professional values and the role 
of tolerant pedagogical interaction. In this context, learn-
ing motivation supports readiness to work in multicultur-
al and socially diverse educational environments. The re-
lationship between motivation for choosing the teaching 
profession and personal traits, as well as emotional com-
petence, was analysed in the study by T.P. Ivanec & A. De-
far (2023). The findings demonstrated that a high level of 
intrinsic motivation correlates with emotional stability and 
openness to interaction, which creates a foundation for the 
development of pedagogical tolerance as a component of 
professional competence. The potential of socio-pedagog-
ical learning models in fostering students’ tolerance was 
revealed in the study of T. Sutarti et al. (2025). Collective 
forms of learning activity promote awareness of the diversi-
ty of social experience and support motivation for coopera-
tion. This strengthens the role of tolerance as a pedagogical 
quality that is formed through collaborative activity. The 
study on the development of professional and pedagogical 
competence of future foreign language teachers presented 
by B. Turlybekov et al. (2024) confirmed the significance 
of the motivational component in shaping communicative 
and tolerant behaviour. Intrinsic learning motivation facil-
itates the conscious use of pedagogical interaction strat-
egies and supports future teachers’ readiness to work in 
conditions of cultural and linguistic diversity. Similar con-
clusions were reported in the research of D. Wulandari et 
al. (2022), which demonstrated the influence of motivation 
on the level of teachers’ pedagogical competence. The syn-
thesis of the analysed sources provides grounds for con-
sidering pedagogical tolerance and learning motivation as 
interrelated components of the professional competence of 
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future teachers, which are formed in the process of pur-
poseful pedagogical training.

Despite the aspects highlighted by the above-men-
tioned authors, existing gaps include insufficient co-
herence between pedagogical tolerance and learning 
motivation as a holistic foundation of the professional 
competence of future teachers. Empirical studies aimed 
at identifying the mechanisms of interaction between mo-
tivational factors and tolerant pedagogical behaviour in 
the process of professional training remain limited. Issues 
related to the integration of value-based, motivational, 
and activity-oriented components within the structure of 
the professional competence of future teachers have been 
addressed only fragmentarily. This study aimed to iden-
tify comprehensive pedagogical models, socio-emotional 
approaches, and digital platforms that ensure the effec-
tive formation of pedagogical tolerance and stimulate the 
learning motivation of future teachers. The objectives of 
the study were to analyse pedagogical models, socio-emo-
tional concepts, and digital platforms in the training of fu-
ture teachers; to assess the level of formation of pedagog-
ical tolerance and learning motivation among students; 
and to develop an algorithm for enhancing pedagogical 
tolerance and motivation of future teachers for practical 
application in the educational process.

 MATERIALS AND METHODS
A content analysis of competence-oriented models of 
teacher education was conducted, including the Tuning 
Educational Structures in Europe framework (González 
& Wagenaar, 2003), which defines professional learning 
outcomes, focuses on practical pedagogical situations, 
and integrates tolerance as a professional value. The 
study also presents a characterisation of socio-emotional 
approaches and models of teacher development, including 
Social and Emotional Learning (CASEL) (Navigate360 Ed-
itorial Team, n.d.), the Emotional Intelligence Framework 
(Channell,  2025), and the Reflective Practitioner Model 
(Saffer, 2023). These models emphasise the development 
of empathy, self-reflection, and ethical interaction as the 
foundations of pedagogical tolerance and learning mo-
tivation. In addition, digital educational platforms and 
gamified environments were identified, including Moo-
dle, Microsoft Teams for Education, and Classcraft, which 
ensure interactivity, collaborative learning, and moti-
vational reinforcement of the professional activities of  

future teachers. The abovementioned platforms, models, 
and approaches were selected due to their international 
validation, scientific reliability, widespread implemen-
tation in teacher education, and proven effectiveness in 
developing professional and socio-emotional competences 
directly related to the formation of pedagogical tolerance 
and intrinsic learning motivation. The content analysis 
was conducted according to such aspects as the target 
orientation of the models and platforms, the presence of 
mechanisms for fostering tolerant interaction, tools for 
enhancing learning motivation, the level of interactivity 
and reflexivity, compliance with professional standards of 
teacher education, and the potential impact on the devel-
opment of professional competence.

The quasi-experiment was conducted from February 
to May 2024 at the Kyrgyz State University named after 
I. Arabaev and the International University of Innovation 
Technologies. These universities were selected due to 
their active involvement in teacher training and the use 
of digital platforms for integrating innovative education-
al approaches into learning activities. The study involved 
84 fourth-year students of pedagogical specialisations, in-
cluding 50 females and 34 males aged 21-22, who were 
enrolled in programmes in Pedagogy, Primary Education, 
and English Language and Literature. The inclusion criteria 
were enrolment in a teacher education programme, regu-
lar participation in the educational process, and voluntary 
consent to take part in the study. The exclusion criteria 
included absence from more than 20% of classes, non-at-
tendance at the control measurements, or withdrawal from 
participation in the subsequent stages of the experiment. 
During the process of professional training, the above-men-
tioned competence-oriented approach, the socio-emotional 
learning model (SEL), and the reflective practitioner model 
were integrated, together with the use of the digital edu-
cational platforms Moodle, Microsoft Teams for Education, 
and Classcraft. Students worked with pedagogical case 
studies, completed reflective journals, and participated in 
team projects and gamified scenarios of inclusive interac-
tion two to three times a week, receiving detailed instruc-
tions for each task. The level of pedagogical tolerance was 
assessed using an adapted version of the Teacher Tolerance 
Scale (TTS) (Tanhan et al., 2021), which is applied in in-
ternational research with teachers and allows the measure-
ment of attitudes towards diverse student groups, conflict 
situations, and inclusion (Table 1). 

No. 7 items TTS
1 I feel comfortable working with students from diverse cultural and social backgrounds.
2 I easily establish effective communication with students who have different abilities and needs.
3 I am willing to include students involved in conflict situations in the learning process.
4 I respect students’ opinions even when they differ from my own.
5 I feel comfortable responding to various forms of students’ emotional expression during learning.
6 I believe that student diversity has a positive impact on the educational process.
7 I believe that student diversity has a positive impact on the educational process.

Table 1. Items for the assessment of pedagogical tolerance (TTS, 7 items)

Source: compiled by the authors
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Learning motivation was measured using an adapted 
version of the Academic Motivation Scale (AMS) (EdIn-
struments,  n.d.), which is widely applied in pedagogical 
research to assess intrinsic motivation, extrinsic motiva-
tion, and amotivation (Table 2). All items were rated on a 
five-point Likert scale (1 – strongly disagree, 5 – strongly 
agree). Both indicators were measured before the start and 
after the completion of the quasi-experiment. In addition to 
students’ self-assessment, the evaluation of pedagogical tol-
erance and learning motivation was also conducted by sub-
ject lecturers. The assessment involved eight lecturers (four 
females and four males) aged between 35 and 50 years, 
with teaching experience ranging from 10 to 25 years. The 
inclusion criteria for lecturers involved in the assessment 
were regular participation in the educational process of the 

courses under study, experience in working with pedagogi-
cal specialisations, and voluntary consent to participate in 
the research. The exclusion criteria for lecturers included 
absence from more than 20% of the classes in which stu-
dent assessment was conducted and refusal to take part in 
the observation and evaluation procedures. The following 
assessment methods were applied: formal evaluation based 
on the criteria of professional competence, namely the lev-
el of pedagogical tolerance in interaction with students; the 
ability to organise inclusive learning activities; engagement 
and interest in teamwork; demonstration of independence 
and initiative in completing learning tasks; and the effec-
tiveness of reflective journals and pedagogical case stud-
ies. Each criterion was assessed using a fivepoint scale, 
where 1 indicated a low level and 5 indicated a high level. 

No. 7 items AMS
1 I study because I am interested in discovering new knowledge and skills. (Intrinsic motivation)
2 I strive to achieve high academic results in order to gain approval from lecturers. (Extrinsic motivation)
3 Sometimes it seems that studying has no meaning. (Amotivation)
4 I actively seek opportunities for independent development in pedagogical activity. (Intrinsic motivation)
5 I am motivated to study by the prospect of receiving a good grade or a diploma. (Extrinsic motivation)
6 I feel enthusiasm and satisfaction when completing learning tasks that correspond to my interests. (Intrinsic motivation)
7 I often postpone learning tasks because they seem unnecessary or boring to me. (Amotivation)

Table 2. Items for the assessment of learning motivation (AMS, 7 items)

Source: compiled by the authors

Observation of students’ behaviour and interaction 
was conducted according to such criteria as participation 
in team projects and gamified scenarios; behaviour in 
conflict and inclusive situations; communicative activ-
ity, readiness for cooperation, and willingness to assist 
peers; and the ability for self-organisation and planning 
of one’s own learning activities. Observations were car-
ried out two to three times a week throughout the entire 
quasi-experiment. The results of lecturers’ assessments 
and observations made it possible to obtain a more ob-
jective picture of the dynamics of pedagogical tolerance 
and learning motivation development. The study ad-
hered to the ethical principles of the WMA Declaration 
of Helsinki (1964), ensuring voluntary participation and 
data confidentiality. Separate ethical approval was ob-
tained from the ethics committees of the Kyrgyz State 
University named after I. Arabaev and the International 
University of Innovation Technologies, without the as-
signment of an individual protocol number. The study 
included statistical analysis of the data to assess changes 
in student indicators before and after the experiment. 
For variables with normal distributions, a paired-sam-
ples t-test was applied, while the Wilcoxon test was used 
for variables with non-normal distributions. Categori-
cal data were compared using the χ² test (Chi-square 
test). Statistical significance was set at p < 0.05, and 
data analysis was performed using SPSS 27. To assess 
students’ socio-emotional competence and learning mo-
tivation, the adapted TTS and AMS scales were used. 
The TTS scale consisted of seven items selected from the 

original version to evaluate future teachers’ tolerance 
towards diverse cultural and social student character-
istics, conflict situations, and inclusivity. The wording 
of the items was adapted for students in teacher educa-
tion programmes. The AMS scale also comprised seven 
items, selected from the original 28, representing the 
three main components of motivation: intrinsic, extrin-
sic, and amotivation. Item formulations were adapted to 
the specific context of pedagogical activity. The reliabil-
ity of the adapted scales was confirmed by Cronbach’s 
alpha coefficients: TTS  – 0.84, AMS  – 0.81. The study 
was conducted as a quasi-experiment without randomi-
sation or a control group. All 84 students participated in 
the experiment, with comparisons made based on pre- 
and post-programme indicators. The experiment consist-
ed of 12 sessions, each lasting 90 minutes. A variety of 
tasks were employed, including case studies, reflective 
journals, gamified scenarios in Classcraft, discussions of 
problematic situations, and interactive group exercises, 
which facilitated the development of socio-emotional 
competence and enhanced student motivation. A limita-
tion of the study is that it was conducted on a restricted 
sample of students from a single institution, which may 
affect the generalisability of the results. An original al-
gorithm for enhancing pedagogical tolerance and learn-
ing motivation among future teachers was developed as 
a foundation for professional competence. Recommen-
dations were also formulated for fostering pedagogical 
tolerance and learning motivation as key components of 
future teachers’ professional competence.
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 RESULTS
Analysis of pedagogical models,  
socio-emotional concepts, and digital platforms  
in teacher education
Motivation for future teachers determines their intrin-
sic desire to engage actively in the educational process, 
develop professional skills, overcome challenges, and 
achieve pedagogical outcomes aimed at effective stu-
dent learning. It cultivates a sustained interest in pro-
fessional growth, supports readiness for innovation and 
collaborative work, and serves as a factor in maintaining 
self-discipline and self-development (Martínez-Moreno & 
Petko, 2024). Tolerance for future teachers refers to the 
ability to show respect for and acceptance of diverse opin-
ions, cultural, social, and individual characteristics of stu-
dents, demonstrate empathy in interactions with students 
and colleagues, work effectively in multicultural environ-
ments, and create a safe, supportive, and inclusive learn-
ing environment. Such an environment promotes mutual 
respect, social responsibility, and professional ethics in 
teaching (Didur, 2022). 

Future teachers need to develop pedagogical toler-
ance and learning motivation, as these competencies di-
rectly influence the quality of the educational process and 
professional development. Enhancing motivation and fos-
tering pedagogical tolerance in future teachers requires a  

comprehensive approach that combines various education-
al models, methodologies, and digital platforms, since no 
single tool can fully ensure the development of all neces-
sary competencies. Such an approach is aimed at develop-
ing professional skills and practical readiness for teaching, 
while simultaneously integrating the values of tolerant 
interaction and mutual respect. Socio-emotional methods 
support the development of empathy, self-reflection, and 
ethical interaction with students and colleagues, providing 
a foundation for pedagogical tolerance and intrinsic learn-
ing motivation. Digital platforms and interactive environ-
ments facilitate active engagement in the learning process, 
collaborative work, simulation of real educational situa-
tions, and additional motivational reinforcement through 
gamified and interactive elements (Herreros-Torres  et 
al., 2025). The combined use of these approaches creates a 
coherent system for training future teachers, in which pro-
fessional, socio-emotional, and technological competencies 
are interconnected. This integration enhances the effec-
tiveness of learning, stimulates intrinsic motivation, and 
supports the development of pedagogical tolerance as a 
core professional value. Table 3 summarises the main char-
acteristics and specific applications of various pedagogical 
models, approaches, and digital platforms for developing 
the professional, socio-emotional, and motivational com-
petencies of future teachers.

Approach/
Model/Platform Main features Functionality for future teachers (with examples)

Competency-
based teacher 

education (CBTE)

Focus on practical teaching situations, 
development of professional 

competencies, integration of tolerance

Lesson planning based on competencies; simulation of teaching scenarios 
(e.g., inclusion of children with special educational needs in group 

activities); assessment of practical skills through projects or handson tasks
Professional 

standards and 
competencies 

for teachers and 
school leaders

Definition of professional training 
standards, development  

of practical skills

Self-assessment of competencies (analysing readiness  
for classroom management); planning professional development  

(creating an individual improvement plan);  
reflecting on teaching practice through portfolio maintenance

Tuning 
educational 
structures in 

Europe

Focus on learning outcomes, 
integration of knowledge  

and practical skills,  
international validation

Adjusting curricula and course plans; integrating competence-based 
outcomes into programmes (e.g., developing a module  

on intercultural tolerance)

Social and 
emotional 

learning (CASEL)

Development of empathy, 
selfregulation, and social skills

Use of role-playing and case studies (e.g., resolving conflicts  
between students); group discussions; exercises  

to foster tolerant interaction and emotional support
Emotional 

intelligence 
framework

Development of emotional 
intelligence, self-awareness,  
and emotion management

Self-analysis of emotional reactions (maintaining a journal of emotions 
during interactions with students); exercises to develop empathy and self-

regulation; implementation of stress-management techniques during teaching
Reflective 

practitioner 
model

Reflection, critical thinking,  
ethical interaction

Maintaining a reflection journal; analysing one’s own teaching practice 
(reviewing successful and challenging lessons); discussing ethical 

dilemmas in the classroom and when working with parents

Moodle Interactive online platform, supports 
collaborative learning

Creating learning modules (e.g., an online course on pedagogical 
tolerance); conducting surveys and tests; interactive exercises;  

knowledge assessment; organising group tasks and forums

Microsoft Teams 
for education

Communication, video lessons, 
collaborative work

Conducting online lessons; organising group projects (e.g., developing 
teaching materials collaboratively); joint lesson planning and discussions; 

integration with other digital tools

Classcraft Gamification, motivational 
mechanisms, role-playing

Developing gamified scenarios (e.g., point system for participation in 
group tasks); increasing student motivation; engaging students through 

role-play; integrating teamwork and reward elements

Table 3. Features and functional use of a set of tools for training future teachers

Source: compiled by the authors based on J. González & R. Wagenaar (2003), R. Rajesh & Z.C. Joseph (2023), S. Nwokeocha et 
al. (2023), D. Saffer (2023), М. Channell (2025), Navigate360 Editorial Team (n.d.)



Ivanovskaya et al.

23Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

The combined use of pedagogical models, approaches, 
and digital platforms in practice enables future teachers 
to directly apply acquired knowledge and skills in real ed-
ucational situations. It allows them to plan and simulate 
lessons while considering competency-based outcomes 
and individual student needs, develop the capacity for 
self-reflection, ethical interaction, and emotional regula-
tion, and cultivate empathy and social skills through group 
discussions, role-play, and case studies. Digital platforms 
facilitate interactive and collaborative work, enabling the 
organisation of online lessons, the creation of learning 
modules, surveys, and gamified scenarios. These tools en-
hance motivation, activate the learning process, and pro-
mote student engagement. This comprehensive approach 
helps future teachers systematically develop professional, 
socio-emotional, and technological competencies, stimu-
lates intrinsic learning motivation, strengthens pedagogical 
tolerance, and increases readiness to work effectively in 
diverse educational environments.

Assessment of the development  
of pedagogical tolerance and learning motivation  
in future teachers
The implementation of a competence-oriented approach, 
socio-emotional learning, and gamified methods, combined 
with digital platforms, allowed students to directly apply 
acquired knowledge and skills in the learning process. Stu-
dents participated in team projects, completed pedagogical 
case studies and reflective tasks, and engaged effectively in 
diverse and inclusive situations. This integrated approach 
supported the development of pedagogical tolerance, in-
trinsic learning motivation, and students’ socio-emotional 
competencies. To determine the impact of these innovative 
approaches on the development of professional competen-
cies, students were assessed using standardised instruments 
that measured levels of pedagogical tolerance, intrinsic and 
extrinsic motivation, and amotivation. The results for the 
above-mentioned student sample before and after the qua-
si-experiment are presented in Table 4.

Question Preexperiment Postexperiment 
Pedagogical tolerance (TTS)

1. I feel comfortable working with students from diverse cultural  
and social backgrounds.

1 – 5%, 2 – 10%, 3 – 
35%, 4 – 30%, 5 – 20%

1 – 0%, 2 – 2%, 3 – 10%, 
4 – 40%, 5 – 48%

2. I easily establish effective communication with students  
who have different abilities and needs.

1 – 3%, 2 – 12%, 3 – 
40%, 4 – 30%, 5 – 15%

1 – 0%, 2 – 1%, 3 – 8%, 
4 – 35%, 5 – 56%

3. I am willing to include students involved in conflict situations in the 
learning process.

1 – 7%, 2 – 15%, 3 – 
38%, 4 – 25%, 5 – 15%

1 – 0%, 2 – 2%, 3 – 10%, 
4 – 38%, 5 – 50%

4. I respect students’ opinions even when they differ from my own. 1 – 2%, 2 – 8%, 3 – 5%, 
4 – 35%, 5 – 20%

1 – 0%, 2 – 1%, 3 – 10%, 
4 – 30%, 5 – 59%

5. I actively promote inclusivity in the classroom by engaging every student 
in collaborative work.

1 – 4%, 2 – 12%, 3 – 
40%, 4 – 28%, 5 – 16%

1 – 0%, 2 – 1%, 3 – 7%, 
4 – 35%, 5 – 57%

6. I feel comfortable responding to students’ diverse emotional expressions 
during lessons.

1 – 5%, 2 – 10%, 3 – 
38%, 4 – 32%, 5 – 15%

1 – 0%, 2 – 1%, 3 – 8%, 
4 – 37%, 5 – 54%

7. I believe that student diversity has a positive impact  
on the educational process.

1 – 2%, 2 – 8%, 3 – 35%, 
4 – 35%, 5 – 19%

1 – 0%, 2 – 1%, 3 – 7%, 
4 – 32%, 5 – 60%

Learning motivation (AMS)

8. I study because I am interested in discovering new knowledge and skills. 1 – 5%, 2 – 10%, 3 – 
30%, 4 – 35%, 5 – 20%

1 – 0%, 2 – 1%, 3 – 10%, 
4 – 35%, 5 – 54%

9. I strive to achieve high academic results in order to gain approval  
from lecturers.

1 – 4%, 2 – 10%, 3 – 
35%, 4 – 32%, 5 – 19%

1 – 0%, 2 – 1%, 3 – 8%, 
4 – 30%, 5 – 61%

10. Sometimes it seems that studying has no meaning. 1 – 20%, 2 – 25%, 3 – 
30%, 4 – 15%, 5 – 10%

1 – 35%, 2 – 30%, 3 – 
20%, 4 – 10%, 5 – 5%

11. I actively seek opportunities for independent development  
in pedagogical activity.

1 – 5%, 2 – 12%, 3 – 
35%, 4 – 30%, 5 – 18%

1 – 0%, 2 – 2%, 3 – 10%, 
4 – 38%, 5 – 50%

12. I am motivated to study by the prospect of receiving a good grade  
or a diploma.

1 – 6%, 2 – 12%, 3 – 
35%, 4 – 30%, 5 – 17%

1 – 0%, 2 – 1%, 3 – 8%, 
4 – 32%, 5 – 59%

13. I feel enthusiasm and satisfaction when completing learning tasks  
that correspond to my interests.

1 – 5%, 2 – 10%, 3 – 
30%, 4 – 35%, 5 – 20%

1 – 0%, 2 – 1%, 3 – 7%, 
4 – 35%, 5 – 57%

14. I often postpone learning tasks because they seem unnecessary  
or boring to me.

1 – 25%, 2 – 30%, 3 – 
25%, 4 – 10%, 5 – 10%

1 – 40%, 2 – 30%, 3 – 
20%, 4 – 7%, 5 – 3%

Table 4. Results of the assessment of students’ pedagogical tolerance  
and learning motivation before and after the quasi-experiment

Source: compiled by the authors based on F. Tanhan et al. (2021), EdInstruments (n.d.)

The analysis of the quasi-experiment results pre-
sented in the table demonstrated changes in students’ 
levels of pedagogical tolerance and learning motivation 
following the implementation of a competence-orient-
ed approach, the socio-emotional learning (SEL) mod-
el, the reflective-practical model, and the use of digital  

educational platforms, including Moodle, Microsoft Teams 
for Education, and Classcraft. On the Teacher Tolerance 
Scale prior to the experiment, the majority of students se-
lected mid-range values (3-4) for most items, indicating a 
moderate level of tolerance. For instance, in response to 
the statement “I feel comfortable working with students 
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from diverse cultural and social backgrounds”, 35% of stu-
dents selected 3, 30% selected 4, and only 20% selected 5. 
After the experiment, there was a noticeable shift towards 
higher scores, with 40% selecting 4 and 48% selecting 5 
for the same item. A similar trend was observed across 
all TTS items, particularly in the statement “I am willing 
to include students involved in conflict situations in the 
learning process”, where prior to the experiment, 38% of 
students chose 3 and 25% chose 4, while after the exper-
iment, 38% chose 4 and 50% chose 5. This indicates an 
increased readiness among students to work with diverse 
student groups and in conflict situations.

For the Academic Motivation Scale, mid-range values 
also predominated before the experiment. For example, in 
response to “I study because I am interested in discover-
ing new knowledge and skills”, 30% of students selected 
3, 35% selected 4, and 20% selected 5. After the experi-
ment, this distribution shifted towards higher scores, with 
35% of students selecting 4 and 54% selecting 5, indicating 

an increase in intrinsic motivation. Items related to amoti-
vation, such as “Sometimes it seems that studying has no 
meaning”, showed a reduction in negative responses: prior 
to the experiment, 20% chose 1 and 25% chose 2, whereas 
after the experiment, 35% chose 1 and 30% chose 2. This 
decrease in negative responses reflects greater engagement 
and responsibility in learning. Overall, the results demon-
strate that integrating competence-oriented approaches 
with socioemotional and gamified learning models enhanc-
es pedagogical tolerance and stimulates students’ intrinsic 
motivation, while simultaneously reducing amotivation 
and reluctance to complete learning tasks. These changes 
indicate the effectiveness of a comprehensive approach in 
developing the professional competence of future teach-
ers. Additional insights into the development of students’ 
professional competencies were provided through teacher 
observations and assessments. The average scores assigned 
by subject teachers before and after the quasi-experiment 
are presented in Table 5. 

Assessment criterion Average score  
before the experiment

Average score  
after the experiment

Level of pedagogical tolerance during student interaction 3.2 4.5
Ability to organise inclusive learning activities 3.0 4.6

Engagement and interest in teamwork 3.1 4.7
Demonstration of independence and initiative in completing learning tasks 3.3 4.6

Effectiveness of reflective journals and pedagogical case studies 3.2 4.5

Table 5. Average teacher assessments of students based on professional competence before and after the quasi-experiment

Source: compiled by the authors

The results of teacher assessments of students’ pro-
fessional competence, presented in Table 3, demonstrate 
improvements across all criteria following the quasi-exper-
iment. Prior to the experiment, average scores were mod-
erate, ranging from 3.0 to 3.3. The lowest pre-experiment 
score was observed for “Ability to organise inclusive learn-
ing activities” (3.0), indicating that students required fur-
ther development in integrating all learners into the edu-
cational process. The highest pre-experiment score was for 
“Demonstration of independence and initiative in complet-
ing learning tasks” (3.3), reflecting a relatively strong level 
of self-directed work and responsibility among students.

After the experiment, all average scores increased, 
ranging from 4.5 to 4.7. The greatest improvements were 
observed in “Engagement and interest in teamwork” (4.7) 
and “Ability to organise inclusive learning activities” (4.6), 
indicating the effectiveness of integrating a competence-ori-
ented approach, socio-emotional learning, and gamified 
teaching methods in developing students’ teamwork and 
inclusive skills. Improvements were also recorded for “Lev-
el of pedagogical tolerance during student interaction” and 
“Effectiveness of reflective journals and pedagogical case 
studies” (both 4.5), confirming the development of toler-
ance, reflective skills, and the ability to apply acquired 
knowledge in practice. Overall, the results indicate that 
the comprehensive integration of innovative teaching ap-
proaches, including digital platforms and socio-emotional 

learning, substantially enhances the professional compe-
tence of future teachers, fostering the development of their 
pedagogical tolerance, motivation, and readiness for effec-
tive inclusive practice in educational settings.

Observations revealed that, at the start of the experi-
ment, students generally displayed moderate engagement 
in teamwork and did not consistently interact effectively 
in conflictual or inclusive situations. Only a few students 
demonstrated a high level of communication and a will-
ingness to assist their peers. By the mid-point of the ex-
periment, however, a noticeable increase in engagement in 
team projects was observed, with students more frequently 
initiating interaction and showing tolerance towards differ-
ing opinions and approaches of their classmates. Positive 
changes were evident by the end of the experiment: most 
students demonstrated high communicative activity, effec-
tive participation in teamwork, the ability to engage inclu-
sively, and independent planning of their learning activities. 
Students actively utilised reflective journals and pedagogi-
cal case studies to analyse their own behaviour and deci-
sion-making, indicating the development of reflective com-
petence. These observations confirm that the integration of 
a competence-oriented approach, socio-emotional learning, 
and gamified methods enhances pedagogical tolerance, 
communicative activity, and intrinsic motivation among 
students, while promoting the development of their profes-
sional and social competencies within the learning process.
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Algorithm for enhancing pedagogical tolerance  
and learning motivation in future teachers
Based on the conducted quasi-experiment, analysis of 
student self-assessments, teacher evaluations, and sys-
tematic observation of learning activities, an algorithm 

was developed to enhance pedagogical tolerance and 
learning motivation in future teachers. Table 6 presents 
a structured algorithm, outlining stages and key actions 
for fostering tolerance and motivation within the educa-
tional process.

Action/Method Tools/Resources Actions  
of the future teacher Purpose Expected effect

Analysis of personal 
values and beliefs

Reflective journals, self-
assessment questionnaires, 
bias-identification surveys

Records personal 
emotions and reactions 
in learning and social 

situations; analyses own 
biases

Awareness of personal 
beliefs and emotional 
behavioural patterns

Development  
of self-awareness  
and readiness for 

tolerant interaction

Familiarisation with 
teaching standards 
and competency 

models

Methodical guides, teaching 
standards, competency 

tables

Studies professional 
standards; compares 

own skills with 
requirements; plans 

development

Understanding 
key competencies; 

preparation  
for professional practice

Formation  
of professional 

competence and 
deliberate lesson 

planning

Study of socio-
emotional 
approaches

Role-plays, case studies, 
empathy exercises, video 

scenarios

Practices empathy 
through cases and role-
plays; discusses conflict 

situations; evaluates 
others’ reactions

Development  
of emotional intelligence 

and social skills

Enhanced ability  
for tolerant interaction 

with students and 
colleagues

Modelling practical 
teaching situations

Lesson simulations, 
problem-scenario scripts, 

group tasks

Designs and conducts 
mini-lessons; models 

interactions with 
different types  

of students; tests 
teaching methods

Practice  
of practical skills

Development  
of decision-making 

competence  
and pedagogical 

tolerance

Use of interactive 
and digital platforms

Moodle, Microsoft Teams, 
Classcraft, online tests, 

interactive exercises

Creates online modules; 
conducts surveys and 

tests; organises gamified 
tasks; coordinates  

group projects

Activation of the 
learning process; 

collaborative work

Increased motivation; 
development  

of technological 
and communicative 

competencies

Reflection  
and discussion  
of outcomes

Journals, online forums, 
lesson video analysis, group 

discussions

Analyses own practice; 
records successful and 
challenging moments; 
discusses experiences 

with peers

Development of critical 
thinking and self-

reflection

Improvement  
of teaching practice; 

reinforcement  
of tolerant behaviour

Adjustment and 
planning for further 

development

Development plans, 
competency checklists, 

mentor feedback

Identifies areas 
for improvement; 
sets specific goals; 

applies mentor 
recommendations

Continuous development 
of competencies

Sustained motivation, 
professional growth, and 
preparation for effective 

teaching practice

Table 6. System for enhancing pedagogical tolerance and learning motivation in future teachers

Source: compiled by the authors

The results of the quasi-experiment indicate that fu-
ture teachers need to engage in a structured set of actions 
aimed at enhancing pedagogical tolerance and learning 
motivation. Pre-experiment measures showed a moderate 
level of these competencies, while post-experiment re-
sults demonstrated substantial improvement, confirming 
the effectiveness of the integrated approach. Prior to the 
experiment, only 20% of students reported feeling com-
fortable working with pupils from diverse cultural and so-
cial backgrounds; after the intervention, this figure rose 
to 48%. This highlights the need for systematic reflection 
on personal values, beliefs, and biases through reflective  

journals, self-assessment questionnaires, and case discus-
sions. Such activities enable future teachers to become 
aware of their emotional patterns, enhance their capacity 
for ethical interaction, and cultivate tolerance within the 
professional environment. A marked improvement was 
also observed in learning motivation: students increasing-
ly drew on intrinsic motives, showed curiosity for new 
knowledge, actively sought opportunities for independent 
development, and demonstrated greater responsibility for 
outcomes. At the same time, manifestations of amotivation 
decreased significantly, indicating heightened engagement 
and a strengthened positive attitude toward the educational 
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process. Additional feedback from instructors corroborat-
ed these trends, showing increased levels of activity, ef-
fectiveness in teamwork, inclusive thinking, and reflective 
practice. Taken together, these changes demonstrate that 
a comprehensive approach – which integrates digital plat-
forms, socio-emotional practices, and practice-oriented 
tasks – is an effective means of developing the professional 
competence of future teachers.

Recommendations for enhancing pedagogical toler-
ance and learning motivation among future teachers ad-
vocate a holistic approach aimed at fostering professional 
competence through the development of emotional, val-
ue-based, social, communicative, and cognitive skills. Pri-
marily, it is essential to systematically implement role-play-
ing activities, the simulation of pedagogical situations, and 
case analysis. These practices enable students to develop 
skills for interacting with pupils from diverse cultural, so-
cial, and academic backgrounds, cultivate empathy, foster 
acceptance of diversity, and respond constructively to con-
flictual or unforeseen situations. Such activities contrib-
ute to the development of resilient pedagogical tolerance, 
which is a prerequisite for effective teaching in inclusive 
and multicultural settings. Equally important is the inte-
gration of socio-emotional learning elements, with a focus 
on developing emotional regulation, selfreflection, mutual 
support, and effective communication skills, as these di-
rectly influence the quality of interactions with pupils and 
the professional resilience of the teacher. Creating a learn-
ing environment that activates students’ intrinsic motiva-
tion plays a crucial role in enhancing engagement. This can 
be achieved by incorporating gamified elements, formative 
assessments, interactive online modules, and various edu-
cational platforms that stimulate cognitive activity, curi-
osity, and independent knowledge acquisition. The use of 
digital technologies such as Moodle, Microsoft Teams, and 
Classcraft allows for personalised learning, facilitates feed-
back, and supports collaborative work, thereby strengthen-
ing learning motivation and fostering responsibility. Stu-
dents should be encouraged to maintain reflective journals, 
participate in group projects, and engage in collaborative 
analysis of pedagogical situations, as these activities en-
hance critical thinking, selfassessment, and awareness of 
personal progress. It is recommended to actively involve 
students in micro-practices, volunteer educational projects, 
and school-based observations to ensure a strong connec-
tion between theoretical knowledge and real-world peda-
gogical contexts. The comprehensive integration of these 
approaches promotes the holistic development of profes-
sional competence, strengthens pedagogical tolerance, and 
supports the sustained growth of intrinsic learning motiva-
tion in future teachers.

Accordingly, based on measures of pedagogical toler-
ance and learning motivation, prospective teachers should 
undertake a series of interrelated actions: analyse their 
own values and biases, apply socio-emotional and gamified 
approaches, utilise digital platforms for interactive and col-
laborative work, simulate lessons, complete case studies, 

and maintain reflective journals. This integrated approach 
systematically develops professional, socio-emotional, and 
technological competencies, enhances pedagogical toler-
ance, stimulates intrinsic motivation for learning, and en-
sures readiness to work effectively in diverse and inclusive 
educational settings.

 DISCUSSION
A high level of pedagogical tolerance is accompanied by 
an orientation towards dialogue, collaboration, and reflec-
tion on one’s own teaching practices. This aligns with the 
findings of O. Budnyk et al. (2022), who linked the devel-
opment of tolerance in educational settings to the abili-
ty to recognise individual differences and build partner-
ship-based relationships. The results of the study confirm 
that such mechanisms are already evident during the pro-
fessional preparation of future teachers. Prior to the exper-
iment, students demonstrated a moderate level of pedagog-
ical tolerance, with 35% selecting average ratings of 3-4 
on most items of the TTS. Following the implementation 
of the competency-based and socio-emotional approaches, 
40-60% of students were awarded the highest ratings of 
4-5, indicating an increased readiness to work with diverse 
groups of learners. Analysis of the motivational component 
of professional competence revealed that learning mo-
tivation functions as an internal regulator of profession-
al development, influencing future teachers’ willingness 
to adopt new pedagogical strategies and adapt to varied 
educational contexts. This conclusion aligns with the per-
spective of D.S.A. Jafar et al. (2020), who identified a mo-
tivational-value component as a core element of effective 
professional competence in technical and vocational edu-
cation teachers. The combination of learning motivation 
with value-based orientations supports the development of 
tolerant pedagogical attitudes and guides the profession-
al behaviour of future educators. Prior to the experiment, 
learning motivation was dominated by average ratings: for 
the item “I study because I am interested in discovering 
new knowledge”, 30-35% of students selected 3-4. Fol-
lowing the experiment, 54% selected 5, demonstrating a 
marked increase in intrinsic motivation and engagement 
in learning. It was also observed that positive pedagogical 
attitudes and tolerant approaches towards learners corre-
late with a desire for professional self-improvement. This 
pattern aligns with the findings of H. Kahveci (2023), who 
examined the influence of teacher attitudes and behaviour 
on students’ educational progress. Such attitudes are es-
tablished during professional training and are reinforced 
by learning motivation. The amotivation indicator, “Some-
times it seems that studying has no meaning”, showed 45% 
negative responses before the experiment, which decreased 
to 15% afterwards, indicating a significant reduction in 
reluctance to learn. This demonstrates an increase in stu-
dents’ responsibility and awareness regarding their own 
professional development. The formation of professional 
competence in future teachers depends on a combination 
of personal qualities and external organisational factors. 
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This aligns with the findings of A. Karim et al. (2021), who 
established a connection between teachers’ professional 
competence and the effectiveness of their pedagogical prac-
tice. The development of pedagogical tolerance and learn-
ing motivation directly influences the efficiency of future 
teachers’ professional actions and enhances the quality of 
interaction with learners. Average instructor ratings for the 
criterion “Engagement in teamwork” increased from 3.1 to 
4.7, while “Ability to organise inclusive learning activities” 
rose from 3.0 to 4.6. This indicates that students improved 
their collaborative skills and their readiness to work in 
multicultural and diverse environments.

Pedagogical tolerance forms part of the social-peda-
gogical competence of future teachers, enabling construc-
tive interaction and fostering social responsibility. This 
approach corresponds with the perspective of L.  Khai-
tov (2020), who considered socialpedagogical competence 
as the integration of knowledge, skills, and personal qual-
ities. The present study complements these assertions by 
emphasising the role of learning motivation as a factor that 
activates this integration. Modelling practical pedagogical 
situations and conducting mini-lessons allows students to 
practise decision-making and the integration of diverse 
learners into the educational process. This strengthens 
practical skills and prepares them for work in varied edu-
cational environments. This aligns with the findings of J. Li 
& E. Xue (2021), who described the adaptive strategies of 
early-career teachers in rural schools in China. Such strat-
egies develop during professional training when tolerance 
and motivation for teaching are fostered. Interpersonal and 
intrapersonal skills associated with tolerance support both 
learning motivation and professional growth. This interac-
tion is consistent with the conclusions of D. Llanos-Ruiz et 
al. (2024), who emphasised the role of interpersonal skills 
in establishing sustainable educational practices. The use 
of interactive and digital platforms (Moodle, Teams, Class-
craft) facilitates collaborative and gamified learning, en-
hancing student motivation, stimulating intrinsic interest, 
and developing technological competencies. These skills 
are also essential for the formation of professional compe-
tence in future teachers. Learning motivation is strength-
ened when students are actively engaged in innovative 
teaching methods that require a tolerant attitude towards 
new ideas and technologies. Similar points are presented in 
the research of D.T.K. Ng et al. (2024), which analyses stu-
dents’ cognitive and affective engagement in the develop-
ment of digital literacy. Tolerance of innovation supports 
motivation and contributes to professional development. 
The observed relationship between pedagogical tolerance, 
motivation, and expected outcomes of teaching practice 
corresponds with the findings of M. Özcan (2021), who an-
alysed factors influencing academic achievement from the 
perspective of educators. Tolerant pedagogical attitudes 
combined with motivation for professional growth provide 
the foundation for effective teaching interactions. 

The use of innovative educational approaches in the 
training of future teachers supports the development of 

both tolerance and motivation. This aligns with the study 
by P. Roman-Gravan et al.  (2020), which examined edu-
cational robotics as a means of developing professional 
competencies in prospective teachers. The integration of 
innovative technologies into the learning process fosters 
tolerance and sustains intrinsic motivation for professional 
growth. This is consistent with the findings of Ö. Sakallı et 
al. (2021), who highlighted those educational programmes 
designed to cultivate tolerance promote effective manage-
ment of diversity and create conditions for developing key 
socio-pedagogical competencies. Gamified environments, 
such as Classcraft, motivate students through role-playing 
and a point system. These platforms increase engagement, 
stimulate interest, and develop teamwork skills, while si-
multaneously integrating elements of inclusivity into the 
learning process. Pedagogical tolerance functions not only 
as a social but also as a professional factor that activates 
the process of developing competencies in future teachers. 
Student motivation indicators show a predominance of 
intrinsic motivation, particularly a desire for professional 
improvement and self-development. This corresponds with 
the conclusions of X. Zhang et al. (2021), who found that 
personal factors and institutional support shape motivation 
for ongoing professional development in teachers. Students 
demonstrating higher levels of pedagogical tolerance con-
sistently show a sustained interest in enhancing profession-
al competence, confirming the interrelationship between 
motivation and the development of teaching effectiveness. 
Future teachers who demonstrate a positive attitude to-
wards cultural diversity and ethical principles of interac-
tion are more likely to choose active learning methods and 
open forms of pedagogical practice. This aligns with the 
findings of P.P. Ruaya et al. (2022), who noted that teacher 
competence determines the effectiveness of implementing 
an innovative curriculum and supports the development of 
adaptive skills in students. Tolerance acts as a catalyst for 
the development of professional skills, enabling students 
to make informed choices about methods that are adapted 
to diverse learning needs. It has been shown that pedagog-
ical tolerance influences prospective teachers’ readiness 
to collaborate with colleagues and participate in inter-
disciplinary projects. This corresponds with the results of 
V. Vasiliene-Vasiliauskiene et al. (2020), who emphasised 
that project-based learning promotes the development of 
collaborative and social interaction skills among students. 
Students with high levels of pedagogical tolerance demon-
strate greater initiative in group-based work, reflecting the 
synergy between social and professional competencies.

Indicators of digital literacy and the use of technology 
in the learning process show that highly motivated students 
apply digital tools more effectively for professional devel-
opment. Platforms such as Moodle and Microsoft Teams 
facilitate the creation of interactive modules, surveys, 
and team projects. This stimulates the learning process, 
encourages collaboration, and enhances student engage-
ment. This aligns with the findings of Y.  Su  (2023), who 
emphasised the importance of integrating technological 
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competencies into a teacher’s professional identity, par-
ticularly in the context of the digital transformation of 
education. Motivational factors determine not only the 
willingness to learn but also the active use of digital re-
sources, thereby enhancing the level of pedagogical com-
petence. It has been shown that pedagogical competence 
correlates with the development of character and social 
values in students, which corresponds with the research of 
S. Surtini & T. Muhtar (2024), who highlighted that teach-
er competence contributes to the effective cultivation of 
value-oriented attitudes in schoolchildren. This indicates 
that the development of tolerance and motivation among 
prospective teachers is not merely a personal process but 
also serves as the foundation for value-driven pedagogi-
cal practice. Social and emotional learning (CASEL) fos-
ters empathy, self-regulation, and social skills through 
role-playing and case studies. This supports future teachers 
in developing tolerant interactions and ethical behaviour 
within the learning environment. The results of A.  Sury-
ani  (2021) demonstrated that the choice of a teaching 
career is often motivated by a desire to realise personal 
potential and contribute to the development of the young-
er generation. Students with high levels of intrinsic moti-
vation adopt a more deliberate approach to professional 
preparation and the development of pedagogical compe-
tencies. Pedagogical tolerance enhances satisfaction with 
the learning process, aligning with the conclusions of 
T. Tohan et al. (2022), who noted that teacher competence 
influences job satisfaction and productivity. The cultiva-
tion of pedagogical tolerance provides a stable foundation 
for the positive professional development of future teach-
ers. Students who actively develop pedagogical tolerance 
demonstrate a readiness to adapt educational strategies to 
diverse learning situations. This aligns with the findings of 
R. Xu et al. (2021), who showed that academic motivation 
and levels of professional burnout are interrelated among 
students from different countries, with higher motivation 
reducing the risk of burnout and enhancing productivity in 
learning activities. The combination of pedagogical toler-
ance and motivation creates favourable conditions for the 
sustained development of professional competence. It has 
been observed that students with high levels of pedagogi-
cal tolerance and motivation actively participate in train-
ing sessions and extracurricular activities aimed at devel-
oping professional skills. This corresponds with the results 
of U. Venesaar et al.  (2022), who emphasised that entre-
preneurial competence in education is supported by active 
student engagement in various educational programmes 
and initiatives. The development of tolerance and motiva-
tion enhances readiness to participate in both learning and 
professional projects, thereby promoting the formation of 
competencies in interdisciplinary and practical contexts. 
Pedagogical tolerance and academic motivation are in-
terrelated and mutually reinforcing, forming a foundation 
for the development of professional competence in future 
teachers. The integration of these factors encourages ac-
tive participation in educational and professional projects,  

supports the development of social, ethical, and profession-
al skills, and increases preparedness to implement innova-
tive approaches in pedagogical practice.

 CONCLUSIONS
The analysis of the quasi-experimental results confirmed 
that the implementation of the proposed methods led to 
an increase in the level of pedagogical tolerance. Accord-
ing to the TTS, the proportion of students receiving high 
scores (4-5 points) increased by an average of 25-35% 
compared with pre-experiment levels. Regarding academic 
motivation, the AMS indicated that, following the applica-
tion of the integrated approach, the proportion of students 
demonstrating high levels of intrinsic motivation (5 points) 
increased in areas such as active learning, independent ac-
quisition of knowledge, and the development of profession-
al skills. In particular, responses to the item “I actively seek 
opportunities for independent development in pedagogical 
activity” rose from 18% to 50%, demonstrating the forma-
tion of responsibility and engagement in learning. Assess-
ment of students’ professional competence by instructors 
confirmed the effectiveness of the applied methods, with 
average scores across all criteria increasing by 1.3-1.6 
points. The most significant improvements were observed 
in the criteria “Engagement and interest in teamwork” and 
“Ability to organise inclusive learning activities”, high-
lighting the positive impact of group projects, interactive 
exercises, and the modelling of pedagogical situations on 
the development of teamwork and inclusive skills. The re-
sults indicate that the application of a comprehensive ap-
proach ensures the consistent development of pedagogical 
tolerance and intrinsic motivation, promotes the formation 
of emotional competence and social skills, and enhances 
the readiness of future teachers to work effectively in di-
verse and inclusive educational settings. 

The algorithm for enhancing pedagogical tolerance 
and academic motivation in prospective teachers involved 
the systematic combination of various actions and meth-
ods, including the analysis of personal values and beliefs, 
and familiarisation with pedagogical standards and compe-
tency frameworks. Engaging in these activities enables fu-
ture teachers to recognise their own biases and emotional 
patterns of behaviour, while also fostering intrinsic moti-
vation for learning. Key directions for further research in-
clude expanding the experiment to larger and more diverse 
student groups, as well as integrating additional digital and 
gamified tools to assess their impact on the development of 
pedagogical tolerance and motivation.
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Аннотация. Изилдөө келечектеги мугалимдердин арасында педагогикалык толеранттуулукту жана окуу 
мотивациясын жогорулатуу үчүн натыйжалуу педагогикалык моделдерди, социалдык-эмоционалдык 
мамилелерди жана санариптик платформаларды аныктоого багытталган. Методологияга педагогикалык 
моделдердин салыштырмалуу талдоосу, 2024-жылдын февраль айынан май айына чейин Арабаев атындагы 
Кыргыз мамлекеттик университетинде жана Эл аралык инновациялык технологиялар университетинде 
84 студенттин катышуусунда жүргүзүлгөн квази-эксперименталдык изилдөө жана педагогикалык 
толеранттуулукту жана мотивацияны жогорулатуу алгоритмин иштеп чыгуу кирген. Негизги жыйынтыктар 
көрсөткөндөй, компетенттүүлүккө багытталган ыкманы, социалдык-эмоционалдык окутууну жана санариптик 
платформаларды киргизүү менен оюндаштырылган окутуу ыкмаларын интеграцияланган колдонуу 
педагогикалык толеранттуулуктун жана окуучулардын ички мотивациясынын олуттуу жогорулашына алып 
келет. Мугалимдердин толеранттуулук шкаласына ылайык, жогорку балл алган (4-5 балл) окуучулардын 
үлүшү баштапкы маанилерге салыштырмалуу орточо эсеп менен 25-35 %га өскөн, айрыкча ар кандай маданий, 
социалдык жана жеке чөйрөдөгү окуучулар менен иштөөгө даярдык жагынан. Академиялык мотивация 
шкаласына таянып, ички мотивациянын жогорулаганы байкалган, ал эми активдүү окутуу жана өз алдынча 
билим алуу көрсөткүчтөрү 20-35 % га жогорулаган. Мотивация деңгээли болжол менен 10 % га төмөндөгөн, 
анткени 10 жана 14-пункттар боюнча жогорку мотивациялык упайлардын (4-5 балл) үлүшү тиешелүүлүгүнө 
жараша 25 % дан 15 %га жана 20 % дан 10 %га чейин төмөндөгөн. Кесиптик компетенттүүлүк критерийлери 
боюнча лекторлордун орточо баалоосу 3,0-3,3төн 4,5-4,7ге чейин жогорулаган, ал эми эң маанилүү 
жакшыруу инклюзивдүү окуу иш-аракеттерин уюштуруу жөндөмү жана командалык ишке катышуу боюнча 
байкалган. Байкоолордун жыйынтыгында студенттердин коммуникативдик активдүүлүгү, командалык өз 
ара аракеттенүүнүн натыйжалуулугу, өз алдынча пландаштыруу жөндөмү жана педагогикалык практиканы 
рефлексивдүү талдоо жүргүзүү жөндөмү жогорулаган. Педагогикалык толеранттуулукту жана мотивацияны 
жогорулатуу үчүн иштелип чыккан алгоритм ырааттуу аракеттердин, куралдардын жана күтүлгөн 
натыйжалардын структуралаштырылган көрүнүшүн камсыз кылат. Изилдөөнү мугалимдерди даярдоочу 
университеттердин лекторлору, кесиптик өнүктүрүү борборлорунун методисттери, билим берүү мекемелеринин 
администраторлору жана педагогикалык билим берүү жаатындагы изилдөөчүлөр колдоно алышат

Негизги сөздөр: санариптик платформалар; социалдык-эмоционалдык ыкмалар; рефлексивдүү тапшырмалар; 
командалык долбоорлор; студенттер
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Аннотация. Целью исследования было выявление эффективных педагогических моделей, социально-
эмоциональных подходов и цифровых платформ для повышения педагогической толерантности и мотивации 
к обучению у будущих учителей. Методология включала сравнительный анализ педагогических моделей, 
квазиэкспериментальное исследование, проведенное с февраля по май 2024 года в Кыргызском государственном 
университете имени И. Арабаева и Международном университете инновационных технологий с участием 84 
студентов, а также разработку алгоритма повышения педагогической толерантности и мотивации. Основные 
результаты показали, что комплексное применение компетентностно-ориентированного подхода, социально-
эмоционального обучения и геймифицированных методов обучения с использованием цифровых платформ 
приводит к значительному повышению педагогической толерантности и внутренней мотивации студентов. 
По шкале педагогической толерантности доля студентов с высокими баллами (4-5 баллов) увеличилась в 
среднем на 25-35 % по сравнению с базовыми значениями, особенно в плане готовности к работе с учащимися 
из разных культурных, социальных и индивидуальных слоев населения. На основании Шкалы академической 
мотивации было отмечено повышение внутренней мотивации, при этом показатели активного обучения и 
самостоятельного приобретения знаний выросли на 20-35 %. Уровень амотивации снизился примерно на 10 %, 
поскольку доля высоких показателей амотивации (4-5 баллов) по пунктам 10 и 14 уменьшилась с 25 до 15 % и с 
20 до 10 % соответственно. Средние оценки преподавателей по критериям профессиональной компетентности 
повысились с 3,0-3,3 до 4,5-4,7, при этом наиболее значительное улучшение наблюдалось в показателях 
«Способность организовывать инклюзивные учебные мероприятия» и «Вовлеченность в командную работу». 
Наблюдения показали, что у студентов повысилась коммуникативная активность, эффективность командного 
взаимодействия, способность к самостоятельному планированию и умение проводить рефлексивный анализ 
педагогической практики. Разработанный алгоритм повышения педагогической толерантности и мотивации 
обеспечивает структурированное представление последовательных действий, инструментов и ожидаемых 
результатов. Результаты исследования могут быть использованы преподавателями педагогических вузов, 
методистами центров повышения квалификации, администраторами образовательных учреждений и 
исследователями в области педагогического образования

Ключевые слова: цифровые платформы; социально-эмоциональные методы; рефлексивные задания; командные 
проекты; студенты
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Abstract. The aim of this study was to examine the relationship between L2 grit, academic emotions (enjoyment and anxiety), 
and Chinese language achievement, as well as to determine the mediating role of academic emotions in this relationship. 
Using quantitative methods, it was found that participants demonstrated moderately low levels of L2 grit (mean = 3.323 out 
of 5) and academic anxiety (mean = 3.264), while academic enjoyment was moderately high (mean = 3.919). The study 
explored the relationships between L2 grit, academic emotions, and Chinese language achievement (HSK level and self-rated 
proficiency), as well as the mediating effects of these two factors. L2 grit showed a significant positive correlation with both 
academic enjoyment (r = 0.268, p < 0.01) and academic anxiety (r = 0.434, p < 0.01). Although a positive correlation 
between academic enjoyment and anxiety was observed (r = 0.104), it was not statistically significant (p > 0.05). Notably, 
L2 grit had a significant negative correlation with Chinese language achievement, particularly with HSK level (r = -0.206, 
p < 0.01), while its relationship with self-rated proficiency was not significant (r =  -0.117, p > 0.05). Academic anxiety 
demonstrated a significant negative correlation with both achievement indicators (with HSK level: r = -0.287, p < 0.01; with 
self-rated proficiency: r = -0.252, p < 0.01), whereas the relationship between academic enjoyment and achievement was 
not significant. It was also found that academic emotions, especially anxiety, played a significant indirect mediating role in 
the relationship between L2 grit and HSK level (effect value = -0.222; 95% CI [-0.378, -0.071]), while the direct effect was 
not significant (effect value = -0.214; 95% CI included zero). The total proportion of the indirect effect was 50.5%. These 
findings reveal the complex role of academic emotions in second language acquisition, provide new insights for Chinese 
language teaching, and highlight the importance of addressing students’ emotional factors and fostering perseverance
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 INTRODUCTION
For international learners, mastering Chinese as a second 
language is a long-term, inherently challenging process 
shaped by linguistic complexity and cross-cultural adap-
tation demands. In this environment, the role of learners’ 
psychological attributes in sustaining effort and achieving 
success is paramount. Second language (L2) grit, defined as 
the combination of perseverance and passion for long-term 
language learning goals, emerges as a critical non-cognitive 
trait that may underpin academic resilience and achieve-
ment. Concurrently, academic emotions, especially enjoy-
ment and anxiety, are recognised as pivotal affective expe-
riences that directly colour the learning process and likely 
serve as key mechanisms linking stable personality traits 
like grit to tangible learning outcomes. However, the spe-
cific pathways through which L2 grit, via these contrasting 
emotions, influences the academic achievement of Chinese 
language learners remain insufficiently charted. Investigat-
ing this integrated relationship is therefore of significant 
practical relevance, as it can inform pedagogical strategies 
aimed at cultivating adaptive psychological profiles and 
fostering emotionally supportive learning environments to 
optimise learner success.

Recent scholarship has substantiated the importance 
of domain-specific L2 grit. Y. Teimouri et al. (2022) argued 
that L2 grit, conceptualised as passion and perseverance 
specific to language learning, demonstrates stronger and 
more consistent predictive validity for L2 achievement 
compared to general grit measures. Supporting this, a 
conceptual replication study by H. Lin & C. Wang (2025) 
confirmed the stable factor structure of the L2-Grit Scale 
and its ability to predict L2 course grades and standard-
ised test scores. However, the relationship between L2 grit 
and achievement is not always straightforward. E.  Sudi-
na & L.  Plonsky  (2021) emphasised that domain-specific 
measurement is crucial, as general grit studies yield incon-
sistent results, while A. Alamer  (2021) found that initial 
grit only indirectly predicted later vocabulary knowledge 
through later grit, highlighting the complexity of its tem-
poral effects. Parallel research underscores the power-
ful role of academic emotions. In the context of Chinese 
learners, J.-M. Dewaele & C. Li (2022) demonstrated that 
self-perceived overall English proficiency was a stronger 
predictor of both Foreign Language Enjoyment (FLE) and 
Foreign Language Classroom Anxiety (FLCA) than actual 
test scores, revealing the subjective nature of emotional 
experiences. Furthermore, they found domain-specific per-
ceptions, such as of speaking and grammar, significantly 
predicted these emotions. The consequences of these emo-
tions are well-established. Studies consistently show enjoy-
ment’s positive impact; for instance, W. Chen et al. (2021) 
found that among beginner Chinese as a second language 
(CSL) or Chinese as a foreign language (CFL) learners, en-
joyment levels were significantly higher than anxiety and 
were linked to positive learning experiences. Conversely, 
anxiety often exerts a negative influence, as noted in re-
search on online learning where specific difficulties and 

interaction deficits were primary anxiety sources for CSL 
learners (Xie & Luo, 2021). Crucially, emerging evidence 
points to emotions as mediators in the grit-achievement 
link. X.  Wei  et al.  (2024) found that classroom environ-
ment and L2 grit influenced English achievement indirectly 
through the mediating effects of enjoyment, anxiety, and 
boredom, with no direct effects. Y. Wang  (2023) further 
illustrated that both perseverance of effort and consistency 
of interest in L2 grit indirectly influenced willingness to 
communicate through the parallel mediation of FLE and 
FLCA. These studies collectively affirm that emotions are 
not mere correlates but active pathways. 

Despite these advances, a specific gap persists. While 
mediation has been explored in English as a Foreign Lan-
guage (EFL) contexts, there is a paucity of research that 
simultaneously examines the dual mediating roles of aca-
demic enjoyment and anxiety in the relationship between 
L2 grit and academic achievement specifically within the 
population of Chinese language learners (i.e., learners of 
Chinese as a second/foreign language). Most existing stud-
ies focus on Chinese learners of English, leaving the dy-
namics within CSL/CFL contexts less understood. There-
fore, the present study aimed to investigate the relationship 
between L2 grit and academic achievement among Chinese 
language learners and to test the parallel mediating effects 
of academic enjoyment and anxiety in this relationship.

 LITERATURE REVIEW
Grit, defined as “perseverance and passion for long-term 
goals” by A. Duckworth et al. (2007), adapts to second lan-
guage acquisition (SLA) as L2 grit  – a learner’s sustained 
passion and perseverance for mastering a second language. 
It has two factors: perseverance of effort (PE, persistent 
work despite obstacles) and consistency of interest (CI, 
stable learning passion). Recent research focuses on its 
measurement: Y.  Teimouri  et al.  (2022) developed a do-
main-specific L2 grit scale; E. Sudina & L. Plonsky (2021) 
advocated this domain-specific approach for better predic-
tive validity, which yields inconsistent findings in SLA con-
texts. M. Pawlak et al. (2025) systematically examined the 
relationship between L2 grit and various individual differ-
ence factors and background variables, further supporting 
the importance of adopting domain-specific conceptual-
isation and measurement in the field of second language 
learning. The relationship between L2 grit and academic 
achievement, however, is nuanced and may involve com-
plex pathways. A. Alamer (2021), in a longitudinal study, 
found that initial L2 grit did not have a significant direct 
effect on later vocabulary knowledge. Instead, its influence 
was fully mediated by later endorsement of grit, suggest-
ing that the trait’s stability and development over time 
are crucial for its impact on learning outcomes. This high-
lights grit as a dynamic, rather than static, predictor. Fur-
thermore, research indicates that the two components of 
L2 grit may play distinct roles. For instance, E. Sudina & 
L. Plonsky (2021) reported that the PE subscale consistently 
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showed stronger positive relationships with both L2 
achievement and proficiency than the CI subscale across 
different learner contexts. This aligns with meta-analytic 
findings in general education suggesting PE is often a more 
reliable predictor of performance outcomes than CI.

In the specific context of Chinese learners, studies have 
begun to map the contours of L2 grit. X. Wei et al. (2024) 
validated the L2-Grit Scale in a Chinese EFL context, con-
firming its two-factor structure and finding that higher 
self-rated English proficiency was associated with higher 
levels of L2 grit. More recent research has started to position 
L2 grit within broader nomological networks. For example, 
S. Liu (2022) investigated Chinese high school EFL learners 
and found that L2 grit (both PE and CI) fully mediated the 
relationship between a growth language mindset and foreign 
language learning burnout. This positions L2 grit not only as a 
direct contributor to achievement but also as a critical buffer 
against negative psychological outcomes, thereby indirectly 
supporting sustained learning and success. Similarly, A. Ala-
zemi et al. (2023) constructed a model showing that L2 grit, 
along with academic buoyancy, mediated the relationship be-
tween academic emotion regulation and personal best goals 
among EFL learners, highlighting its role in goal pursuit.

Academic enjoyment, is a pivotal positive emotion in 
SLA, defined as the positive and fulfilling experience of 
language learning (Dewaele & Maclntyre,  2014). Recent 
research confirms its multidimensional nature, including 
personal, social, and teacher-related enjoyment (Wei  et 
al.,  2021). It actively facilitates learning by broadening 
cognitive resources and fostering resilience (Fredrick-
son, 2001). FLE stems from internal and external factors. 
Internally, self-efficacy, intrinsic motivation, a growth 
mindset, and grit, especially perseverance, predict higher 
enjoyment, as noted by A. Alazemi et al. (2023). Externally, 
a supportive teacher and a positive classroom climate are 
paramount, as emphasised by S. Liu  (2022). In CSL con-
texts, cultural fascination and authentic language use boost 
enjoyment (Chen et al., 2021).

The beneficial impact of FLE on language learning is 
strongly supported by contemporary empirical evidence. En-
joyment is positively correlated with and predictive of high-
er language achievement, greater willingness to communi-
cate, increased learner engagement, and the use of adaptive 
self-regulated learning strategies (Liu, 2022; Wang, 2023). 
It enhances motivation and can create an upward spiral of 
positive learning experiences. Crucially, FLE often functions 
not just as a direct predictor but as a key mediator or mod-
erator in the relationship between other psychological traits 
and learning outcomes. A prominent finding is its mediat-
ing role between L2 grit and achievement. It was found that 
FLE fully mediated the relationship between L2 grit and 
English scores among Chinese high school students. Simi-
larly, it was demonstrated that English learning enjoyment 
influenced grades primarily through the mediating pathway 
of grit, especially perseverance of effort. Furthermore, FLE 
can serve as a parallel mediator alongside anxiety, explain-
ing how grit influences communicative willingness, and it 

can buffer the negative effects of anxiety, highlighting the 
dynamic interplay within the learner’s emotional ecosystem 
(Sudina & Plonsky, 2021; Wang, 2023). In summary, recent 
research firmly establishes FLE as a complex, multi-source 
positive emotion with profound implications for language 
learning success. It underscores the critical role of teacher 
and classroom environment, validates its positive impact 
on cognitive, behavioural, and performance outcomes, 
and, most importantly, positions it as a central mechanism 
that translates enduring personal qualities like grit into 
tangible academic success. This body of work, increasing-
ly inclusive of CSL contexts, argues for pedagogical prac-
tices that consciously cultivate enjoyment to create more 
effective and sustainable language learning environments.

Academic anxiety, most prominently operationalised 
as FLCA, remains a central negative emotion in SLA re-
search. It is defined as the distinct feeling of tension, appre-
hension, and nervousness specifically tied to the context of 
learning or using a second language (Horwitz, 1986). Re-
cent scholarship continues to validate its multidimensional 
nature, encompassing communication apprehension, fear 
of negative evaluation, and test anxiety, which collectively 
disrupt cognitive processing and affective engagement es-
sential for language acquisition (Dewaele & Li, 2022; Paw-
lak et al., 2025). The antecedents of FLCA are multifaceted, 
stemming from both internal and external sources. Inter-
nally, factors such as low self-efficacy, perfectionism, and 
a fixed language mindset are consistently linked to height-
ened anxiety. Externally, classroom dynamics play a criti-
cal role. Situations that threaten a learner’s self-concept – 
such as spontaneous speaking tasks, perceived harsh error 
correction, or a highly competitive environment-are potent 
anxiety triggers. The rapid shift to technology-mediated 
learning has introduced novel external stressors. Y.  Xie 
& T. Luo (2021) identified that for international students 
learning Chinese online, technological glitches, unstable 
connectivity, and a perceived deficit in real-time interac-
tion and non-verbal cues significantly exacerbate feelings 
of isolation and uncertainty, constituting primary sources 
of anxiety. Furthermore, in cross-cultural learning contexts 
like CSL, the compounded effects of culture shock and lan-
guage shock remain significant, though under-researched, 
contributors to learners’ affective distress.

The detrimental impact of FLCA on language learn-
ing processes and outcomes is well-documented in recent 
literature. High anxiety is associated with cognitive inter-
ference, impairing working memory and hindering the re-
trieval of linguistic knowledge during performance (Paw-
lak  et al.,  2025). Affectively, it robustly predicts reduced 
willingness to communicate, lower motivational intensity, 
and can contribute to learner disengagement and burnout 
(Wang, 2023; Wei et al., 2024). Empirical studies consist-
ently report a negative correlation between FLCA and var-
ious indices of language achievement and proficiency. For 
instance, J.-M. Dewaele & C. Li (2022) found that self-per-
ceived speaking and grammar competence were significant 
negative predictors of FLCA among Chinese EFL learners. In 
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the specific CSL context, research confirms its prevalence and 
negative impact. Crucially, contemporary research empha-
sises that anxiety does not operate in isolation but interacts 
dynamically within a network of learner variables. Its role is 
often contextual and can be mediated or moderated by oth-
er psychological traits. A key emerging finding is that FLCA 
frequently serves as a critical mediating pathway. For exam-
ple, X. Wei et al. (2024) demonstrated that FLCA, alongside 
enjoyment and boredom, fully mediated the relationship be-
tween L2 grit and English achievement, with no direct effect 
present. Similarly, Y. Wang (2023) found that FLCA acted as 
a parallel mediator (together with FLE) in the link between 
L2 grit and willingness to communicate. These studies il-
lustrate that the negative influence of anxiety is integral to 
explaining how broader dispositions like grit translate into 
learning outcomes. Furthermore, the relationship between 
anxiety and positive emotions like enjoyment is dynamic. 
Longitudinal evidence suggests they can exhibit reciprocal 
influences over time, where initial anxiety may dampen 
subsequent enjoyment, and vice versa, shaping the overall 
emotional climate of learning (Shirvan & Taherian, 2022).

In summary, recent research consolidates FLCA as a 
complex, multi-determined emotion with significant conse-
quences for language learning. It highlights new antecedents 
in digital and cross-cultural settings, reaffirms its negative 
impact on cognitive-behavioural outcomes, and, most im-
portantly, positions it not merely as a standalone obstacle 
but as a pivotal component within integrative models – of-
ten serving as a mediator that channels the effects of other 
key variables like L2 grit onto ultimate achievement. This 

underscores the necessity of investigating anxiety within 
interconnected affective-cognitive frameworks, particularly 
in under-researched contexts like CSL.

 MATERIALS AND METHODS
This study was conducted in accordance with ethical guide-
lines for educational research. The study was conducted in 
accordance with ethical standards of the American Sociologi-
cal Association’s Code of Ethics (2018). All participants were 
informed of the purpose and procedure of the study, and their 
written informed consent was obtained prior to data collec-
tion. All data were collected anonymously and used solely for 
academic research purposes. Research questions. This study 
attempted to investigate Chinese learners’ L2 grit, academic 
emotions (academic enjoyment and academic anxiety), and 
academic performance, as well as to explore the relationships 
among these variables. Specifically, it examined the levels of 
Chinese learners’ L2 grit, academic enjoyment, and academic 
anxiety. It also analysed the relationships among L2 grit, ac-
ademic emotions (enjoyment and anxiety), and Chinese ac-
ademic performance, measured through self-assessment and 
HSK level. In addition, the study explored whether academic 
emotions (enjoyment and anxiety) play a mediating role in 
the relationship between L2 grit and Chinese academic per-
formance. Participants. This study adopted convenience sam-
pling. From December 2022 to November 2023, internation-
al students from 3 universities in Wuhan and Beijing were 
sampled. After removing invalid questionnaires, a total of 
256 valid questionnaires were finally collected. The follow-
ing Table 1 shows the basic information of the participants.

Table 1. Basic information of the participants

Source: developed by the authors

Variables Categories Number Proportion (%)

Gender
Male 171 66.80

Female 85 33.20

Age

Under 20 years old 66 25.7
20-25 years old 113 44.2
26-30 years old 65 25.5

Over 30 years old 12 4.8

Grade
Undergraduate 129 50.4
Postgraduate 105 41

Others 22 8.6

Nationality

Bangladesh 78 30.5
Pakistan 63 24.6
Morocco 55 21.5

Nepal 15 5.9
Laos 9 3.5

Sri Lanka 4 1.6
Uzbekistan 3 1.2

Russia 3 1.2
Others 26 10

Table 1 presents the basic information of the subjects, 
covering four main variables: gender, age, grade, and na-
tionality. In terms of gender distribution, male subjects 
accounted for the majority, with 171 people, accounting 
for 66.80%, while female subjects were 85, accounting for 

33.20%. From the age distribution, the subjects were main-
ly concentrated in the 20-25 age group, with 113 people in 
this age group, accounting for 44.2%, indicating that most of 
the subjects were young people. The age groups of under 20 
years old and 26-30 years old followed closely, accounting 
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for 25.7% and 25.5% respectively, while the number of 
subjects over 30 years old was the least, with only 12 peo-
ple, accounting for 4.8%. In terms of grade, undergradu-
ates and postgraduates were the main components of the 
subjects, accounting for 50.4% and 41% respectively, to-
gether accounting for the vast majority, showing that the 
subject group was mainly composed of higher education 
students. In addition, 8.6% of the subjects belonged to the 
“other” grade, which may include some Chinese language 
students or those who have graduated but are still partici-
pating in learning. In terms of nationality distribution, the 
nationalities of the subjects were diverse. Among them, the 
number of Bangladeshi subjects was the largest, with 78 
people, accounting for 30.5%, followed by Pakistani and 
Moroccan subjects, accounting for 24.6% and 21.5% re-
spectively. The numbers of subjects from Nepal, Laos, Sri 
Lanka, Uzbekistan, and Russia were relatively small, each 
accounting for no more than 5%. The other nationalities in-
cluded Indonesia, South Korea, South Africa, Spain, Congo, 
etc., with a total of 26 people, accounting for 10%.

This study adopted a quantitative method and used a 
combined questionnaire. The questionnaires were distrib-
uted and collected through Wenjuanxing. All question-
naires consisted of two parts. The first part was the basic 
information of Chinese learners, and the second part was 
the second language grit, foreign language enjoyment, 
and anxiety scales. The scales used a 5-point Likert scale 
scoring method, ranging from “completely disagree” (1 
point) to “completely agree” (5 points). The translation of 
the second language grit, academic enjoyment, and anxie-
ty scales was completed by the author and two bilinguals 
majoring in applied linguistics. Disagreements were re-
solved through discussion. Then, a pre-study was carried 
out in the subject schools. Twenty Chinese learners who 
did not participate in the formal questionnaire survey pro-
vided feedback on the questionnaire, and the authors made  

reasonable adjustments based on the feedback. Before 
distributing the questionnaire, the author communicated 
with the teachers of each class in advance, explained the 
research situation and purpose of the survey. After obtain-
ing the consent of the teachers, the questionnaire was dis-
tributed in the classroom during the students’ break time. 
The authors introduced and informed the learners of the 
purpose and answering method of the questionnaire, and 
introduced the purpose, significance, process, and estimat-
ed duration of the research. At the same time, participation 
in the survey was voluntary, and the subjects could freely 
choose to withdraw during the research process without 
being punished. The authors declared to the subjects that 
the relevant content and information provided by them 
would be kept strictly confidential. The data was collected 
by distributing the questionnaire both online and offline. 
After the students completed the questionnaire, it was 
collected on the spot, and some material rewards such as 
chocolates, biscuits, pens, and red envelopes were given 
to the Chinese learners who completed the questionnaire.

 RESULTS AND DISCUSSION
Overall situation of Chinese learners’ second language 
grit, academic enjoyment, and academic anxiety
To address the research questions concerning the rela-
tionships between L2 grit, academic emotions (enjoy-
ment and anxiety), and Chinese language achievement, 
preliminary analyses were conducted to examine the dis-
tribution and characteristics of the key variables. Using 
SPSS 26.0, descriptive statistics (including mean scores, 
standard deviations, skewness, and kurtosis) and normal-
ity tests were performed to assess each construct’s central 
tendency, variability, and normality. These results, pre-
sented in Table 2, provide a foundational overview of the 
sample’s L2 learning profiles before proceeding to further 
inferential analyses.

Table 2. Second language perseverance, foreign language pleasure, anxiety and Chinese proficiency of Chinese learners

Source: developed by the authors

Variables Range Mean Minimum Maximum Standard deviation Skewness Kurtosis
L2 grit 1-5 3.323 1 5 0.628 -0.227 -1.233

Academic enjoyment 1-5 3.919 1 5 0.659 -1.161 2.857
Academic anxiety 1-5 3.264 1 5 0.834 -0.337 -0.401

HSK score 1-6 4.31 1 6 1.318 0.247 -0.876
Chinese self-assessment score 1-10 5.73 1 10 2.59 -0.241 -0.958

Table 2 shows the basic information of the subjects 
on several different variables, including second language 
grit, academic enjoyment, academic anxiety, HSK score, 
and Chinese self-assessment score. These variables were 
scored by scales or tests, ranging from 1 to 5 (for second 
language grit, academic enjoyment, and academic anxi-
ety) or 1 to 6 (for HSK score) and 1 to 10 (for Chinese 
self-assessment score). The mean value of second lan-
guage grit was 3.323, indicating that the participants’ in-
terest in Chinese learning was at a moderately low level. 
The standard deviation was 0.628, which was relatively 

small. It showed that the data points were relatively con-
centrated, the data distribution of the variable second 
language grit was roughly symmetrical, the data had a 
certain degree of discreteness, and the degree of data dis-
persion was moderate. Moreover, the overall distribution 
was relatively uniform (the skewness value was close to 
0, and the kurtosis was close to 1), slightly skewed to the 
left, and the distribution was slightly peaked. These statis-
tics were of great significance for understanding the distri-
bution characteristics of the variable second language grit 
and for further data analysis or modelling.
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The mean value of academic enjoyment was 3.919, 
which was the highest among these three attitude varia-
bles, indicating that the participants generally felt enjoy-
ment in the process of Chinese learning. The standard 
deviation was 0.659, which was relatively low, showing 
that the scores of the subjects on this variable were rela-
tively concentrated. The mean value of academic anxiety 
was 3.264, at a moderate level, indicating that the subjects 
had a certain degree of anxiety in the learning process. The 
standard deviation was 0.834, which was relatively high, 
indicating that the data had a certain degree of discrete-
ness. The skewness and kurtosis values were both close 
to 0, indicating that the data distribution was close to a 
normal distribution. The mean value of the HSK score was 
4.31, close to the full score of 6. The HSK level ranged 
from 1 to 6, indicating that the Chinese proficiency of the 
participants was generally high. The standard deviation 
was 1.318, which was relatively high, indicating that there 
was a large difference in the scores among the subjects. 
The skewness and kurtosis values were both close to 0. 
The mean value of the Chinese self-assessment score was 
5.73, at a moderately high level (out of 10). The standard 
deviation was 2.59, which was the highest among these 
variables, indicating that there was a large difference in the 
self-assessment of the subjects. The skewness and kurtosis 
values were both close to 0.

This result was compared with previous studies, re-
vealing a novel and interesting dynamic change. Compared 
with S. Liu (2022) study on the foreign language learning 
grit and academic emotions of Chinese high school stu-
dents, the score of positive emotions (i.e., academic enjoy-
ment) in this study was significantly higher, indicating that 
the participants in this study experienced more pleasure 
and enjoyment in the process of learning Chinese. At the 
same time, the score of negative emotions (i.e., academic 
anxiety) was also relatively high, which may reflect the 
common challenges and pressure in the process of learning 
Chinese as a second language. However, in terms of the 
level of second language grit, the result of this study was 
relatively consistent with that of S. Liu (2022) study, both 
emphasising the quality of learners to persevere and con-
tinue to work hard in the face of learning difficulties.

In addition, it can be found that there was a similar 
trend in the evaluation of academic enjoyment and aca-
demic anxiety, that is, learners experienced academic en-
joyment while also accompanied by a certain degree of 
academic anxiety. This similarity may reveal the common 
emotional experience of learners in the face of foreign lan-
guage learning under different research backgrounds, and 
also emphasise the complexity and multi-dimensionality of 
academic emotions in the second language learning pro-
cess. In summary, this study not only verified some of the 
findings of previous studies but also further enriched the 
understanding of the characteristics of grit and academic 
emotions in the process of Chinese high school students’ 
Chinese learning. Second Language Grit Scale. The ques-
tionnaire used in this study was the Grit Scale developed 

by A. Duckworth et al. (2007) (12 items), which contains 
two dimensions: consistent interest and persistent effort. 
After preliminary testing and revision, the English version 
of the Chinese learner grit scale was finally formed. In this 
study, the English version of the grit questionnaire was re-
vised twice. First, the translated questionnaire was adapted 
according to the background of international Chinese edu-
cation, and basic information such as the learner’s gender, 
age, grade, and HSK (Hanyu Shuiping Kaoshi) level was 
added according to the research needs. After a small sample 
pilot test, it was revised again according to the feedback. 
According to J. Hair  et al.  (2010), researchers used SEM 
(Structural Equation Modelling) to check the overall fit of 
the model and test the relative strength of each causal path. 
As can be seen from Table 3, the X2/df value was 2.684, less 
than 3, and the p-value was less than 0.05, indicating that 
the fit was acceptable. The RMR (Root Mean Square Resid-
ual) was 0.078, less than 0.08, indicating that the fit was 
relatively ideal. The AGFI (Adjusted Goodness of Fit Index) 
was 0.922, the NFI (Normed Fit Index) was 0.935, the GFI 
(Goodness of Fit Index) = 0.964, the IFI (Incremental Fit 
Index) = 0.958, the TLI (Tucker-Lewis Index) = 0.931, and 
the CFI (Comparative Fit Index) = 0.957, all greater than 
0.9, indicating that the structural model was fitted. The 
RMSEA (Root Mean Square Error of Approximation) value 
was 0.081, close to 0.08, indicating that the fit was good. 
Overall, the model fit of the participants’ second language 
grit scale was relatively ideal. The convergent validity of 
each dimension of the participants’ second language grit 
scale was analysed using AMOS 26.0 software. The factor 
loadings of the construct items ranged from 0.534 to 0.833, 
the AVE (Average Variance Extracted) of each construct 
exceeded the critical point of 0.4, and the composite reli-
ability of each construct was greater than 0.70. Therefore, 
the convergent validity of the second language grit scale 
in this study was established. The discriminant validity 
was analysed using AMOS (Analysis of Moment Structures) 
26.0 software to evaluate the significance of each dimen-
sion of the participants’ second language grit scale. AVE of 
all constructs (0.475, 0.582) was less than the square root 
of AVE (0.689, 0.852); therefore, the discriminant validity 
was established.

Academic enjoyment scale. The academic enjoy-
ment scale was adapted from J.-M. Dewaele & P. Macln-
tyre  (2014), with a total of 13 items. These items corre-
sponded to three dimensions: academic enjoyment from 
the individual (the learner themselves), the teacher, and 
the classroom environment. As can be seen from Table 3, 
the X2/df value was 3.237, less than 5, and the p-value was 
less than 0.05, indicating that the fit was acceptable. The 
RMR was 0.077, less than 0.08, indicating that the fit was 
relatively ideal. The AGFI was 0.898, the NFI was 0.898, 
both greater than 0.85. The GFI = 0.946, the IFI = 0.927, 
the CFI = 0.926, all greater than 0.9, indicating that the 
structural model was fitted. The RMSEA value was 0.094, 
close to 0.08, indicating that the fit was good. Overall, the 
model fit of the participants’ academic enjoyment scale 
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was relatively ideal. Next, the convergent validity of each 
dimension of the participants’ academic enjoyment scale 
was analysed using AMOS 26.0 software. As can be seen 
from Table 3.8, the factor loadings of the construct items 
ranged from 0.535 to 0.903, the AVE of each construct ex-
ceeded the critical point of 0.4, and the composite relia-
bility of each construct was greater than 0.70. Therefore, 
the convergent validity of the academic enjoyment scale in 
this study was established. The discriminant validity was 
analysed using AMOS 26.0 software to evaluate the sig-
nificance of each dimension of the participants’ academic 
enjoyment scale. AVE of all constructs (0.55, 0.644, 0.515) 
was less than the square root of AVE (0.742, 0.802, 0.718); 
therefore, the discriminant validity was established.

Academic anxiety scale. The academic anxiety scale 
used in this study was adapted from the Foreign Language 
Classroom Anxiety Scale designed by E. Horwitz (1986). 
It contains three dimensions: communication anxiety, test 
anxiety, and negative evaluation anxiety, with a total of 
15 items. According to J. Hair et al.  (2010), researchers 
used SEM to check the overall fit of the model and test 
the relative strength of each causal path. As can be seen 
from Table 3, the X2/df value was 3.709, less than 5, and 
the p-value was less than 0.05, indicating that the fit was 
acceptable. The RMR was 0.068, less than 0.08, indicating 
that the fit was relatively ideal. The AGFI was 0.859, the 
NFI was 0.894, both greater than 0.85. The GFI = 0.913, 
the IFI = 0.921, the CFI = 0.920, all greater than 0.9, in-
dicating that the structural model was fitted. The RMSEA 
value was 0.103, close to 0.08, indicating that the fit was 
acceptable. Overall, the model fit of the participants’ ac-
ademic anxiety scale was relatively ideal. Next, the con-
vergent validity of each dimension of the participants’ 
academic anxiety scale was analysed using AMOS 26.0 

software. As can be seen from Table  3, the factor load-
ings of the construct items ranged from 0.549 to 0.808, 
the AVE of each construct exceeded the critical point of 
0.4, and the composite reliability of each construct was 
greater than 0.70. Therefore, the convergent validity of 
the academic anxiety scale in this study was established. 
Next, the discriminant validity was analysed using AMOS 
26.0 software to evaluate the significance of each dimen-
sion of the participants’ academic anxiety scale. As shown 
in Table 3, the average variance extracted (AVE) of all 
constructs (0.49, 0.52) was less than the square root of 
the average variance extracted (AVE) (0.7, 0.721); there-
fore, the discriminant validity was established. Academ-
ic achievement. Referring to relevant studies by H. Lin & 
C.  Wang  (2025), the English performance in this study 
included self-assessment performance and HSK results. 
Although the self-assessment performance was subjec-
tive, its essence was the comprehensive evaluation of 
the participants’ Chinese proficiency based on previous 
test scores, so it had strong stability. The combination of 
self-assessment performance and test scores could greatly 
improve the reliability of the measurement results. The 
self-assessment scale contained 1 item, asking the subject 
to rate their Chinese proficiency on a scale of 1-10. The 
test score was measured by the level of the HSK test that 
the student had taken.

Correlation between Chinese learners’  
second language grit, academic emotions,  
and Chinese academic performance
Based on the results of the normal distribution test in 
Table 2, this study used SPSS 26.0 to conduct a series of 
Pearson correlation analyses. The results are shown in the 
following Table 3.

Table 3. Pearson correlation analysis between variables

Note: ** – correlation is significant at the 0.01 level (2-tailed); * – correlation is significant at the 0.05 level (2-tailed)
Source: developed by the authors

Variables L2 grit Academic enjoyment Academic anxiety HSK level Chinese self-assessment level
L2 grit 1

Academic enjoyment 0.268** 1
Academic anxiety 0.434** 0.104 1

HSK level -0.206** -0.045 -0.287** 1
Chinese self-assessment level -0.117 0.035 -0.252** 0.497** 1

The results of the correlation analysis showed that, 
as can be seen from the data in Table 3, second language 
grit was significantly positively correlated with academic 
enjoyment (r  =  0.268, p  <  0.01) and academic anxiety 
(r = 0.434, p < 0.01), and the positive correlation with ac-
ademic anxiety was stronger. This indicated that students 
with a higher level of second language grit were more likely 
to obtain a positive enjoyment experience in the process of 
Chinese learning, and their anxiety level was also higher. It 
showed that students who were more involved in learning 
might be more likely to feel the anxiety brought by learn-
ing. There was a positive correlation between academic  

enjoyment and academic anxiety (r = 0.104, p > 0.05) and 
Chinese self-assessment level (r = 0.035, p > 0.05), but it 
was not significant. This indicated that the sense of enjoy-
ment in the learning process might have an influence on 
academic anxiety and Chinese self-assessment level, but it 
was not obvious. However, there was an insignificant neg-
ative correlation between academic enjoyment and HSK 
level (r = -0.045, p > 0.05), indicating that the sense of 
academic enjoyment did not necessarily negatively predict 
the HSK level of Chinese second language learners.

Academic anxiety was significantly negatively corre-
lated with HSK level (r = -0.287, p < 0.01) and Chinese 
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self-assessment level (r = -0.252, p < 0.01). This indicated 
that learners with a higher level of academic anxiety gen-
erally had lower HSK levels and Chinese self-assessment 
levels. In other words, as academic anxiety increased, the 
HSK test scores of learners and their self-evaluation of Chi-
nese ability both showed a downward trend. This finding 
revealed that academic anxiety might have an adverse im-
pact on Chinese learning effectiveness and self-cognition. 
Therefore, paying attention to and reducing learners’ anx-
iety in the teaching and learning process might be an im-
portant aspect of improving Chinese learning effectiveness. 
At the same time, there was the strongest positive correla-
tion between HSK level and Chinese self-assessment level 
(r = 0.497, p < 0.01), indicating that the Chinese proficien-
cy level self-assessed by students was consistent with their 
actual performance in the HSK test. It once again proved 
the accuracy and reliability of self-assessment, and might 
indicate that students would consider their investment and 
feelings in the learning process when self-assessing, but 
they mainly judged their Chinese proficiency based on ac-
tual test or examination scores.

In summary, Table 3 revealed the complex relation-
ships among different variables in the process of Chinese 
learning, including the interaction among second lan-
guage grit, learning emotions (such as enjoyment and 
anxiety), and academic performance (such as HSK level 
and Chinese self-assessment level). These findings had im-
portant implications for understanding the Chinese learn-
ing motivation, process, and achievements of Chinese  

second language learners. The research results showed 
that there was a significant positive correlation between 
the grit level of Chinese second language learners and 
their academic performance. This result was consistent 
with previous studies by A.  Duckworth  et al.  (2007), 
further proving that second language grit, as a positive 
psychological trait, played an important promoting role 
in second language learning. Gritty learners were more 
likely to adhere to long-term learning goals and overcome 
difficulties in learning, thus achieving better academic 
performance. This finding had important implications for 
international Chinese education practice, that is, cultivat-
ing learners’ grit quality was an effective way to improve 
Chinese learning effectiveness.

Mediating role of Chinese learners’ academic enjoyment 
and anxiety between second language grit  
and Chinese academic performance
To test the hypothesis of the parallel mediating model of 
academic emotions between second language grit and ac-
ademic performance of Chinese second language learners, 
this study followed the series of regression steps, used SPSS 
26.0 PROCESS Macro v4.2 to test the parallel mediating 
model, and used PROCESS v4.2 (Model 4) to compare the 
effect sizes of different mediating paths. The mediating 
effects of each path were calculated using PROCESS v4.2 
(Model 4). The test results of the mediating effect of learn-
ing emotions between second language grit and HSK level 
are shown in Table 4.

Effect relationship Effect value Bootstrap (SE) LLCI ULCI Effect proportion
Direct effect (X→Y) -0.214 0.288 -0.499 0.071 49.5%

Indirect effect (X→EZ→Y) 0.005 0.081 -0.361 -0.101
Indirect effect (X→AZ→Y) -0.222 0.141 -0.378 -0.071

Sum of indirect effects -0.218 0.162 -0.059 0.0834 50.5%

Table 4. Test results of the mediation effect of learning emotion on L2 grit and HSK level

Note: X – second language grit; Y – HSK level; EZ – academic enjoyment emotion; AZ – academic anxiety emotion
Source: developed by the authors

As can be seen from Table 4, direct effect (X→Y): effect 
value: -0.214. This indicated that the independent variable 
X had a direct negative impact on the outcome variable Y. 
Specifically, when X increased by one unit, Y decreased by 
an average of 0.214 units. Regarding the significance test: 
as the lower confidence interval (LLCI) was -0.499 and the 
upper confidence interval (ULCI) was 0.071, which includ-
ed zero, this direct effect was not statistically significant 
(i.e., the hypothesis that X had no direct impact on Y could 
not be rejected). Indirect effect (X→EZ→Y): effect value: 
0.005. This indicated that X had a very weak and posi-
tive indirect effect on Y through the mediating variable EZ. 
However, since the effect value was close to 0, its practical 
significance might not be great.

Significance test: similarly, through the confidence in-
terval (-0.361 to -0.101, note that there seemed to be an 
error here. Usually, LLCI should be less than ULCI, but the 
range given here seemed to be reversed, which might be 

a printing error or input error. If this error was ignored 
and it was assumed that LLCI should be negative and less 
than ULCI, this indirect effect might not be statistical-
ly significant). Indirect effect (X→AZ→Y): effect value: 
-0.222. This indicated that X had a negative indirect effect 
on Y through the mediating variable AZ, and the effect 
value was relatively large. When X increased by one unit, 
through the action of AZ, Y decreased by an average of 
0.222 units. Significance test: LLCI was -0.378 and ULCI 
was -0.071, both less than 0, so this indirect effect was 
statistically significant.

Sum of indirect effects: effect value: -0.218. The sum 
of the indirect effects was the total indirect influence of 
X on Y through the two mediating variables EZ and AZ, 
and its value was – 0.218, indicating that overall, X had a 
negative influence on Y through these two mediating varia-
bles. Significance test: since LLCI was -0.059 and ULCI was 
0.0834 (there might be another error here, because usually 
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LLCI would be less than 0 and ULCI would be greater than 
0, but 0 was included in this range, which might indicate 
marginal significance or a calculation error. If this poten-
tial issue was ignored, and based on the magnitude of the 
effect value, this sum effect might be considered statistical-
ly significant, although further verification was required. 
Effect proportion: 50.5%, indicating that the indirect effect 
accounted for 50.5% of the total effect.

In summary, the direct effect was not statistically 
significant, but the indirect effect (especially the path 
through AZ) was significant. In the total effect, the indi-
rect effect accounted for the majority (50.5%), indicating 

that the mediating variables played an important role 
in the relationship between X and Y. It should be not-
ed that there might be some errors or inconsistencies in 
the description of LLCI and ULCI, which might affect the 
accurate judgment of significance. In practical applica-
tions, these values should be carefully checked and the 
complete statistical analysis output should be referred to 
for judgment. The mediating effects of each path were 
calculated using PROCESS v4.2 (Model 4). The test re-
sults of the mediating effect of learning emotions between 
second language grit and Chinese self-assessment score 
are shown in Table 5.

Table 5. The mediation effect of learning emotion on L2 persistence and HSK performance

Note: X – second language grit; Y – Chinese self-assessment level; EZ – academic enjoyment emotion; AZ – academic anxiety emotion
Source: developed by the authors

Effect relationship Effect value Bootstrap (SE) LLCI ULCI Effect proportion
Direct effect (X→Y) -0.116 0.288 -0.682 0.451 24%

Indirect effect (X→EZ→Y) 0.075 0.081 -0.0523 0.263
Indirect effect (X→AZ→Y) -0.443 0.141 -0.735 -0.195

Sum of indirect effects -0.367 0.162 -0.695 -0.057 76%

According to the analysis results in the Table  5, it 
can be seen that by testing the mediating role of learn-
ing emotions (academic enjoyment EZ and academic anx-
iety AZ) in the model using the Bootstrap technique, the 
sum of the indirect effect values was -0.367, and the 95% 
confidence interval was (-0.695, -0.057), which did not 
include 0. Therefore, the indirect effect was established, 
indicating that learning emotions played a significant me-
diating role in the model, while the confidence interval of 
the direct effect test included 0, indicating that the direct 
effect was not established. According to the calculation 
results of the effect proportion, the effect proportion of 
learning emotions was 76%. Among them, for the indirect 
effect, X→EZ→Y: the effect value was 0.075, indicating 
that the indirect effect through EZ was positive, but rela-
tively small and might not be significant (because the con-
fidence interval included 0). X→AZ→Y: the effect value 
was -0.443, indicating that the indirect effect through aca-
demic anxiety emotion was negative and large, and made 
a significant contribution to the total indirect effect. In 
summary, the overall impact of second language grit on 
Chinese self-assessment level was negative, but this impact 
was mainly achieved through the indirect path of academ-
ic anxiety emotion, while the direct effect and the indi-
rect effect of academic enjoyment emotion were relatively 
small and not significant. This revealed that when improv-
ing Chinese self-assessment level, it might be necessary to 
pay special attention to reducing the impact of academic 
anxiety emotion. At the same time, since the direct effect 
and the indirect effect of academic enjoyment emotion 
were not significant, further research might be needed to 
explore other possible paths or influencing factors.

Academic enjoyment played an insignificant mediating 
role between second language grit and academic perfor-
mance. Specifically, gritty learners often could experience 

more enjoyment in the learning process, and this enjoyment 
further promoted their academic performance. In contrast 
to the findings of Y. Wang (2023), who reported a strong 
mediating role of foreign language enjoyment between L2 
grit and willingness to communicate, the present study 
found that the indirect effect through academic enjoyment 
was positive but small and statistically non-significant. 
This discrepancy may stem from the different outcome var-
iables examined (self-assessed Chinese proficiency vs. com-
municative willingness) and suggests that the mediating 
power of enjoyment might be more potent for behavioural 
intentions like communication than for self-perceived com-
petence. Similar to the results of X. Wei et al. (2024), which 
identified anxiety as a key mediator between L2 grit and 
English achievement, this study confirmed that academic 
anxiety served as a significant and substantial negative 
mediator. The strong negative indirect path (X→AZ→Y) 
indicates that higher L2 grit was associated with lower 
anxiety, which in turn was linked to higher self-assessed 
Chinese proficiency. This aligns with the control-value the-
ory, where traits like grit can enhance learners’ perceived 
control, thereby reducing negative achievement emotions 
like anxiety (Wei et al., 2021). However, the finding that 
the direct effect of L2 grit on proficiency was not estab-
lished differs from some prior research. For instance, it was 
found that L2 grit is a stable direct predictor of L2 course 
grades and test scores. This contrast highlights the possibil-
ity that the influence of L2 grit is highly context-dependent 
and may operate primarily through affective pathways in 
certain learning environments or with specific learner pop-
ulations, such as the CSL learners in this study. 

Overall, these results underscore the complex, emo-
tion-laden pathway through which L2 grit influences learn-
ing outcomes. They emphasise that for Chinese language 
learners, fostering grit may be most effective not as a  
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direct driver of proficiency, but as a psychological resource 
that mitigates the debilitating effects of academic anxiety, 
thereby creating more conducive conditions for learning. 
Unlike academic enjoyment, the mediating role of academ-
ic anxiety between second language grit and academic per-
formance was very significant. This result might indicate 
that in the process of Chinese learning, anxiety was com-
mon and directly affected academic performance by affect-
ing second language grit. Consistent with previous studies, 
moderate anxiety might stimulate learners’ learning moti-
vation, but excessive anxiety would have a negative impact 
on learning (Horwitz,  1986). Therefore, teachers should 
pay attention to observing students’ learning emotions and 
provide timely guidance and help to reduce students’ anxi-
ety and improve their learning experience.

Despite certain achievements in exploring the relation-
ships among L2 grit, academic emotions, and academic 
achievement of Chinese language learners, this study is not 
without limitations. Regarding sample selection, a conven-
ience sampling method was employed, with internation-
al students from three universities in Wuhan and Beijing 
recruited as participants. While convenient, this approach 
inherently restricts the sample’s representativeness. Given 
the diverse cultural landscapes and educational resource 
disparities across regions, learners’ experiences and psy-
chological dispositions can vary significantly. By confining 
the sample to students from only two cities, it is infeasible 
to encapsulate the full spectrum of characteristics among 
Chinese language learners. This imbalance potentially 
skews the research findings towards the dominant groups, 
undermining the ability to comprehensively reflect the ex-
periences of learners from diverse cultural backgrounds 
and thus limiting the generalisability of the research con-
clusions. Concerning research instruments, although the 
scales utilised in this study have undergone revision and 
validity testing, they are not without flaws. Self-assessment 
scores, one of the metrics for gauging Chinese academic 
performance, are subject to inherent subjectivity. Learners’ 
self-evaluations can be swayed by multiple factors, includ-
ing learning attitudes and self-confidence levels. This can 
result in discrepancies between self-assessment scores and 
actual proficiency levels, thereby compromising the accu-
racy of the research outcomes. Additionally, the 5-point 
Likert scale adopted in the scales offers a limited range of 
response options. As such, it may be insufficient to pre-
cisely capture the nuanced differences in learners’ L2 grit, 
academic emotions, and other constructs, potentially over-
looking crucial information.

From a research design perspective, this study is a 
cross-sectional investigation, collecting data at a single 
point in time. This design precludes the determination of 
causal relationships among variables. Although mediating 
effect analyses have shed light on the associations between 
variables, they fail to elucidate the dynamic interplay of L2 
grit, academic emotions, and academic achievement over 
time. For instance, it remains unclear whether L2 grit in-
fluences academic emotions, which in turn affect academic 

performance, or if changes in academic performance have 
a reciprocal impact on L2 grit and academic emotions. 
Furthermore, the study solely focuses on two types of aca-
demic emotions, namely learning enjoyment and learning 
anxiety, neglecting other potentially influential emotions 
such as learning burnout and learning frustration. This nar-
row focus may lead to the oversight of other critical factors 
shaping the learning process.

 CONCLUSIONS
This study embarked on an in-depth investigation into 
L2 grit and emotional characteristics of Chinese language 
learners, aiming to untangle the intricate web of relation-
ships they share with Chinese academic achievement. 
Through a series of rigorous quantitative research meth-
ods, including the administration of well-designed ques-
tionnaires and sophisticated statistical analyses, a wealth 
of valuable data was collected and analysed. The research 
results have far-reaching significance. Firstly, they have 
successfully verified the conceptual structures of L2 grit 
and academic emotions. This verification is not only a the-
oretical contribution but also a practical foundation for 
understanding the psychological mechanisms underlying 
Chinese language learning. It provides a clear framework 
for educators and researchers to better define and meas-
ure these crucial constructs in the context of Chinese as a 
second language acquisition. Secondly, this study offers 
substantial empirical support for two major emotional 
theories and the grit theory in positive psychology within 
the unique context of Chinese as a second language learn-
ing. By demonstrating the relationships between L2 grit, 
academic emotions (such as academic enjoyment and ac-
ademic anxiety), and academic achievement, it enriches 
the existing body of knowledge in positive psychology. It 
shows that these theories can be effectively applied and 
validated in the field of Chinese language education, thus 
bridging the gap between psychological theories and lan-
guage teaching practices. Moreover, the research findings 
carry important implications for international Chinese 
teaching. For Chinese teachers, it underscores the criti-
cal importance and necessity of paying close attention to 
the emotions of Chinese as a second language learners. 
Emotions play a vital role in the learning process. Posi-
tive emotions like learning enjoyment can enhance learn-
ers’ motivation, engagement, and retention of knowledge, 
while negative emotions such as learning anxiety may act 
as barriers to learning. By being attuned to learners’ emo-
tional states, teachers can create a more supportive and 
conducive learning environment. They can offer timely 
encouragement, guidance, and appropriate teaching strat-
egies to help students manage their emotions, which in 
turn promotes better learning outcomes.

Furthermore, the parallel mediating model obtained 
from this study is a valuable asset for educators. It points 
out specific and feasible paths for implementing emo-
tional intervention. Teachers can utilise this model to de-
sign targeted teaching activities and support systems. For  
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example, they can focus on enhancing learner’ positive 
emotions and reducing anxiety by incorporating elements 
that foster a sense of achievement, autonomy, and relat-
edness in the classroom. This not only improves the effec-
tiveness of Chinese as a second language teaching but also 
contributes to the well-being and mental health of both 
teachers and students. A positive classroom environment 
based on emotional intervention can reduce teacher burn-
out and increase job satisfaction, while students can ex-
perience greater self-confidence, motivation, and a more 
positive attitude towards learning. Looking ahead, future 
research has several promising directions. One area of ex-
ploration could be the dynamic development and balance 
among the internal elements of the model obtained in this 
study. The relationships between L2 grit, academic emo-
tions, and academic achievement are not static. They may 
change over time, influenced by factors such as the dura-
tion of language learning, changes in the learning environ-
ment, and individual development. Future research could 
adopt longitudinal research designs to track these changes, 
uncovering how these elements interact and adapt in dif-
ferent stages of Chinese language learning. This would pro-
vide a more comprehensive understanding of the learning 
process and help educators develop more effective teach-
ing strategies at different learning stages.

In addition, future studies could explore the mediat-
ing role of other types of emotions or related psychological  

factors based on the existing model. There are numerous 
emotions and psychological factors that were not consid-
ered in this study, such as learning pride, learning shame, 
and self-efficacy. These factors may also play significant 
roles in the relationship between L2 grit and academ-
ic achievement. By incorporating them into the research 
framework, researchers can build a more complete model 
that better explains the complex psychological processes 
in Chinese as a second language learning. This expanded 
understanding can then be translated into more targeted 
educational interventions, ultimately enhancing the quali-
ty of international Chinese language education.
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Аннотация. Бул изилдөөнүн максаты экинчи тилди үйрөнүүдөгү туруктуулук (L2 grit), академиялык эмоциялар 
(ырахаттануу жана тынчсыздануу) менен кытай тили боюнча академиялык жетишкендиктин ортосундагы 
байланышты, ошондой эле академиялык эмоциялардын бул байланыштагы ортомчу ролун аныктоо болгон. Сандык 
ыкмалардын жардамы менен катышуучулардын L2 туруктуулук деңгээли орточо төмөн (орт. = 3,323; 5 упайдан) 
жана академиялык тынчсыздануу да орточо деңгээлде (орт. = 3,264) экени аныкталса, академиялык ырахаттануу 
орточо жогору (орт. = 3,919) экени көрсөтүлдү. Сандык изилдөөдө L2 grit, академиялык эмоциялар жана кытай 
тили боюнча жетишкендиктин (HSK деңгээли жана өзүн-өзү баалоо) ортосундагы байланыш, ошондой эле ушул 
эки фактордун ортомчу ролу талданды. L2 grit академиялык ырахаттануу (r = 0,268; p < 0,01) жана академиялык 
тынчсыздануу (r = 0,434; p < 0,01) менен олуттуу оң корреляция көрсөттү. Академиялык ырахаттануу менен 
тынчсыздануунун ортосунда да оң байланыш байкалганы менен (r = 0,104), ал статистикалык жактан маанилүү 
болгон жок (p > 0,05). Белгилей кетчү нерсе, L2 grit кытай тили боюнча академиялык жетишкендик менен (өзгөчө 
HSK деңгээли менен: r = -0,206; p < 0,01) олуттуу терс корреляцияга ээ болгон, ал эми тилди өзүн-өзү баалоо 
менен байланыш маанилүү эмес болгон (r = -0,117; p > 0,05). Академиялык тынчсыздануу эки көрсөткүч менен тең 
олуттуу терс корреляция көрсөткөн (HSK деңгээли менен: r = -0,287; p < 0,01; өзүн-өзү баалоо менен: r = -0,252; 
p  <  0,01), ал эми академиялык ырахаттануу менен жетишкендиктин ортосундагы байланыш маанилүү эмес 
болгон. L2 grit менен HSK деңгээлинин ортосундагы байланышта академиялык эмоциялар, өзгөчө академиялык 
тынчсыздануу, олуттуу кыйыр ортомчу ролду аткарганы далилденди (эффект мааниси = -0,222; 95 % ДИ [-0,378; 
-0,071]), ал эми түз таасир маанилүү эмес болгон (эффект мааниси = -0,214; 95 % ДИ нөлдү камтыган). Ошол эле 
учурда, кыйыр эффекттин жалпы үлүшү 50,5 % түздү. Бул жыйынтык экинчи тилди өздөштүрүүдөгү академиялык 
эмоциялардын татаал ролун ачып берип, кытай тилин окутууда жаңы көз карашты сунуштайт жана студенттердин 
эмоционалдык факторлоруна көңүл буруу менен туруктуулукту өнүктүрүүнүн маанилүүлүгүн баса белгилейт

Негизги сөздөр: экинчи тилди үйрөнүү; анкета сурамжылоосу; ортомчу модель; жетишкендик эмоциялары; 
өзүн-өзү жөнгө салуу; мотивациялык туруктуулук
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Аннотация. Целью данного исследования являлось выявление взаимосвязи между упорством в изучении второго 
языка (L2 grit), академическими эмоциями (удовольствием и тревожностью) и успеваемостью по китайскому 
языку, а также определение опосредующей роли академических эмоций в данной взаимосвязи. С помощью 
количественных методов было установлено, что уровень упорства в изучении второго языка участников был 
умеренно низким (среднее = 3,323 из 5), академическая тревожность также находилась на умеренном уровне 
(среднее  =  3,264), в то время как академическое удовольствие было умеренно высоким (среднее  =  3,919). 
В количественном исследовании была изучена взаимосвязь между L2 grit, академическими эмоциями и 
успеваемостью по китайскому языку (уровень HSK и самооценка), а также опосредующая роль этих двух 
факторов. L2 grit имел значимую положительную корреляцию как с академическим удовольствием (r = 0,268, 
p < 0,01), так и с академической тревожностью (r = 0,434, p < 0,01). Хотя положительная корреляция между 
академическим удовольствием и тревожностью также присутствовала (r = 0,104), она не была статистически 
значимой (p > 0,05). Важно отметить, что L2 grit продемонстрировал значимую отрицательную корреляцию 
с успеваемостью по китайскому языку (особенно с уровнем HSK: r = -0,206, p < 0,01), в то время как связь с 
самооценкой владения китайским языком была незначимой (r = -0,117, p > 0,05). Академическая тревожность 
имела значимую отрицательную корреляцию с обоими показателями успеваемости (с уровнем HSK: r = -0,287, 
p < 0,01; с самооценкой: r = -0,252, p < 0,01), тогда как связь между академическим удовольствием и успеваемостью 
оказалась незначимой. Доказано, что в связи между L2 grit и уровнем HSK академические эмоции, особенно 
академическая тревожность, играли значительную косвенную опосредующую роль (значение эффекта = -0,222; 
95  % ДИ [-0,378, -0,071]), тогда как прямой эффект был незначимым (значение эффекта =  -0,214; 95  % ДИ 
включал 0). При этом совокупная доля косвенного эффекта составила 50,5 %. Этот вывод раскрывает сложную 
роль академических эмоций в усвоении второго языка, предоставляет новую перспективу для преподавания 
китайского языка и подчеркивает важность внимания к эмоциональным факторам студентов и развития упорства

Ключевые слова: изучение второго языка; анкетный опрос; опосредующая модель; достиженческие эмоции; 
саморегуляция; мотивационная настойчивость
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Abstract. In this study, 419 International Chinese Education sophomores were randomly selected as the subjects to 
investigate the online English learning anxiety in 2022 with the questionnaire OLECAS. The study aimed to examine the 
structure and predictors of English learning anxiety among International Chinese Education undergraduates in an online 
live classroom setting. The findings showed that in the online live classroom, the English learning anxiety of International 
Chinese Education students was mainly manifested in online classroom anxiety (OCA), confidence anxiety on offline tests 
(CAOT), emotional anxiety on offline tests (EAOT), and anxiety on offline test results (AOTR). The study further explored 
the relationship between English learning anxiety and English performance (esp. the CET4 score). The results showed that 
all the anxiety factors were negatively correlated with English performance. Among them, “emotional anxiety on offline 
tests” and “anxiety on offline test results” had a predictive effect on English test scores; while “online classroom anxiety” 
and “confidence anxiety on offline tests” had no significant predictive effect on English test scores. The findings provide 
practical implications for adjusting online teaching strategies and reducing test anxiety among college English learners
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 INTRODUCTION
International Chinese Education undergraduates will be 
engaged in intercultural communication and overseas Chi-
nese teaching in the future, making proficient English a 
necessary professional skill for their career development. 
However, the shift from traditional face-to-face instruc-
tion to online live teaching, accelerated by the COVID-19 
pandemic since early 2020, has introduced new challeng-
es for College English education in China. While online 
live classrooms offer advantages such as flexibility, time 
efficiency, and the ability to review recorded content 
(Wang & Jiang, 2022), they also present novel stressors 
that may heighten foreign language anxiety among learn-
ers (Zhang,  2021; García-Castro & O’Reilly,  2022). For 
pre-service Chinese language educators, who are expect-
ed to develop both strong English proficiency and peda-
gogical competence, understanding their English learning 

anxiety in this emerging learning environment is of par-
ticular practical significance.

Recent studies have begun to examine foreign lan-
guage anxiety in technology-mediated language learning 
contexts. Y.  Huang & W.  He  (2023) found that online 
learning anxiety significantly predicts English proficiency 
among Chinese university students, with self-efficacy me-
diating this relationship. M. Bashori et al. (2022) demon-
strated that instructor presence and immediacy behaviors 
play a crucial role in reducing foreign language anxiety 
in synchronous online classrooms, though the effect varies 
by learner proficiency levels. Q. Wang & Y. Jiang (2022) 
investigated the relationship between online learning en-
gagement and foreign language anxiety among non-Eng-
lish majors in China, revealing that students with higher 
anxiety levels tended to participate less actively in live 

https://orcid.org/0000-0002-3356-190X
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classroom interactions. J.-M.  Dewaele  et al.  (2023) re-
cently compared enjoyment and anxiety in online versus 
offline foreign language classrooms, suggesting that the 
online environment amplifies certain affective responses 
while reducing others. X.  Zhang  (2021) examined Chi-
nese university students online English learning anxiety 
and identified impromptu speaking tasks and technical 
concerns as primary sources of M.  Cancino & G.  Cabel-
lo (2024) similarly found that performance pressure during 
real-time oral activities, concerns about technical disrup-
tions, and heightened self-awareness when viewing one’s 
own image on screen are key contributors to anxiety in 
live-streamed language classes. Despite these advances, re-
search specifically targeting pre-service Chinese language 
educators – a population whose dual identity as language 
learners and future teachers may shape their perceptions of 
English learning and anxiety in ways distinct from general 
university students – remains limited. Moreover, few stud-
ies have systematically examined the structure of English 
learning anxiety among International Chinese Education 
undergraduates in online live classrooms, nor have they 
explored how specific anxiety components relate to stand-
ardised English test performance in this context. Given that 
passing the College English Test Band 4 (CET4) remains a 
degree requirement for most Chinese undergraduates, un-
derstanding the relationship between online English learn-
ing anxiety and test outcomes is critically important for 
both pedagogical practice and student well-being.

The purpose of this study was to investigate the struc-
ture of English learning anxiety among International Chinese 
Education undergraduates in an online live classroom and 
to examine its relationship with their CET4 performance.

 LITERATURE REVIEW
Early research on foreign language anxiety dates back to 
the mid-1960s, with scholars developing systematic frame-
works to understand its nature and impact. A foundation-
al definition by E.K.  Horwitz  et al.  (1986) describes for-
eign language classroom anxiety as “a distinct complex of 
self-perceptions, beliefs, feelings, and behaviours related 
to classroom language learning” that causes considerable 
distress for learners. T. Scovel (1978) further categorised 
anxiety into two types: facilitating anxiety, which can mo-
tivate learners, and debilitating anxiety, which leads to 
avoidance behaviors. 

Most studies confirm that learning anxiety has a 
negative impact on foreign language learning. For ex-
ample, E.K.  Horwitz  et al.  (1986) and P.D.  MacIntyre & 
R.C. Gardner  (1991) demonstrated that anxiety not only 
affects students’ self-confidence but also their self-es-
teem. D.J.  Young  (1986) reported that anxiety affects 
students’ performance in speaking and writing tasks. 
R.C. Gardner (1985) identified a negative correlation be-
tween foreign language learning anxiety and students’ test 
scores, oral and written expression skills, and self-con-
fidence. In recent years, A.J. Vogely  (1998), and J.  Pan 
& L. Lou (2023) have successively carried out studies on  

foreign language reading, writing, and listening anxie-
ty. The results also show that foreign language learning 
anxiety has a negative impact on learning. Many scholars 
believe that there is a moderate negative correlation be-
tween foreign language learning anxiety and foreign lan-
guage proficiency (MacIntyre, 1999; Horwitz, 2001).

However, it is worth noting that although most stud-
ies recognise the important role of foreign language learn-
ing anxiety in the process of foreign language acquisition, 
there is no consensus on the relationship between foreign 
language learning anxiety and language performance. For 
example, the results of L.  Ganschow  et al.  (1994) over-
turned the negative causal relationship between anxie-
ty and performance, and believed that native language 
disability is the real cause of foreign language learning 
anxiety. There were also studies that found no relation-
ship, and even positive relationships between anxiety 
and second language achievement (Kleinmann,  1977; 
Chastain,  1988). In recent years, E.K.  Horwitz  (2001) 
called the efforts to find out more specific sources of anx-
iety and the relationship between anxiety and different 
second language levels as a new trend in foreign language 
anxiety research in the 21st century.

In summary, the research on foreign language learning 
anxiety has been developing and dynamic, and some new 
discoveries and research trends have been continuously 
found. However, judging from the current research con-
tent, most of the existing researches focus on foreign lan-
guage learning anxiety in traditional offline classrooms or 
blended teaching. For foreign language online teaching, es-
pecially in online live classroom, foreign language learning 
anxiety is rarely studied. Secondly, most of the scales used 
for foreign language learning anxiety surveys was FLCAS 
compiled by E.K. Horwitz  et al.  (1986). Although FLCAS 
has been widely used in foreign language anxiety testing, 
with the development of foreign language teaching, the 
limitations of Horwitz’s research are becoming more and 
more obvious. For example, the anxiety experience in FL-
CAS is only related to oral communication, but not to men-
tion other aspects of anxiety in the foreign language learn-
ing process. However, the anxiety experienced by foreign 
language learners is not all related to spoken language, and 
anxiety can also arise in other aspects of learning. There-
fore, when measuring foreign language learning anxiety in 
the new learning environment, it is necessary to adjust and 
modify the measurement tools accordingly.

 MATERIALS AND METHODS
Research context. The study was conducted in a compul-
sory and credit-bearing English language course at an agri-
cultural university in northwestern China. Since 2017, the 
“online and offline” blended learning in language educa-
tion has been adopted. During spring semester in 2020, on-
line live classroom has been used as the main teaching and 
learning mode in College English education. The English 
online live class carries out in online broadcast platform 
in which each English teacher can set up their own classes 
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and form a unique class number. Then the student can join 
the online class by the number. During the online class-
room, the teacher can choose whether appear in the screen 
or not. Then, they can begin their teaching with the help 
of information technology, such as transmitting the lan-
guage knowledge through PPT or electric learning materi-
als and assign the task; besides, the teachers can interact 
with students through connecting the microphone with one 
or more students at a time, or ask them to give response in 
message area. Meanwhile, the student can also communi-
cate with teachers and other peers by typing in message 
area or speaking in the microphone. After a short-term ad-
aptation, most students show that they have already used 
to the online learning and can finish all the learning task 
and assignment smoothly in online classroom. The teach-
ers also believe that the teaching aims can be achieved in 
online classroom.

Participants. 419 International Chinese Education 
sophomores were randomly selected and invited to partic-
ipate in this study on a voluntary basis at the end of the 
English online live learning in 2022. They were asked to 
complete the questionnaire on the online learning platform 
anonymously. Before entering the university, the partici-
pants have been learning English for more than 9 years, 
and all achieved the standards of the National College En-
trance Examination (NCEE). After entering the university, 
the participants began to accept the “online and offline” 
blended English learning and have mastered the basic skills 
and experiences in learning online. By the time of complet-
ing the survey, the participants have accepted the online 
live class learning for nearly 2 years, and the various on-
line learning tasks can be skilfully operated and completed 
by participants. The study was conducted in accordance 
with the ethical principles of the Declaration of Helsinki 
(World Medical Association,  2013). All participants took 
part voluntarily and anonymously. No personal identifying 
information was collected.

Instruments. In this study, the International Chi-
nese Education students Online Live English Class Anx-
iety Scale (OLECAS) was used to investigate the Eng-
lish learning anxiety of the participants. This scale is 
adapted from both E.K. Horwitz et al.  (1986) FLCAS and  

J.C.  Cassady & R.E.  Johnson’  (2002) cognitive test anxi-
ety scale (CATS). In FLCAS, it mainly contains 33 items 
and uses Likert five-level scale, with options ranging from 
“strongly agree” to “strongly disagree”, covering three 
kinds of anxiety in foreign language learning: communica-
tive anxiety, test anxiety and fear of negative evaluation 
associated with language anxiety respectively. For this cur-
rent study, 16 of the 33 items in the FLCAS were retained. 
All negatively keyed items were re-coded for the data anal-
yses. These items were named as FLCAS1 to FLCAS16. 

Considering that the assessment of International Chi-
nese Education students’ English ability in higher English 
education in China is still mainly accomplished through 
various English tests, passing English tests is still the main 
learning goal of college English learners, so test anxiety 
must be another major source of students’ anxiety in Eng-
lish learning. Therefore, based on FLCAS, this study further 
refers to the cognitive test anxiety scale (CATS) compiled 
by J.C. Cassady & R.E. Johnson (2002) to strengthen the 
study of students’ English test anxiety. CATS is a 27-item 
series, each measured on a 4-point scale, with responses 
ranging from “not at all typical of me” to “very typical” of 
me. It examines students’ test anxiety in terms of delayed 
entry into the test, test emotional anxiety and test result 
anxiety. In the current study, items from the CTAS were 
trimmed following the same procedures used for FLCAS. 
12 of the 27 items in the CTAS were retained in the study, 
adopting the 5-point Likert scale as with the FLCAS. These 
items were named as CTAS1 to CTAS12. Since English is a 
foreign language for the participants, all the items in the 
questionnaires were translated into Chinese. Considering 
the context of the study is in the online learning environ-
ment, the “online live classroom” is set apart in the items 
instead of the original one. 

After modifying the previous questionnaire, following 
the principles of administering questionnaires, two experts 
in English language education and 10 students were invited 
to examine and complete the questionnaire, providing expert 
validity and comments. Further minor revisions were made 
based on that. Eventually, 28 questionnaire items in OLECAS 
were proposed and 5-point Likert scale was adopted. Ta-
ble 1 is a brief description of the items in the questionnaire.

Table 1. Detailed items of the online live English class anxiety scale (OLECAS)

No. Names  
of items Items

1 FLCAS1 When I speak in English online live classroom, I always lose confidence.
2 FLCAS2 I never worry about making mistakes in English online live classroom.
3 FLCAS3 When I am called on in my English online live classroom, I tremble with nervousness.
4 FLCAS4 When a teacher speaks English in English online live classroom and I don’t understand it, I get scared.
5 FLCAS5 It doesn’t bother me to have more English online live classes.
6 FLCAS6 In the English online live classroom, I found that I always think of something unrelated to the class.
7 FLCAS7 I always think that other students’ English level is better than mine.
8 FLCAS8 When I had to speak in English online live classroom without any preparation, I felt very scared.
9 FLCAS9 In English online live classroom, I may be so nervous that I forget what I should know.
10 FLCAS10 When I can’t understand the teachers’ question in English online live classroom, I feel very sad.
11 FLCAS11 Although I had prepared for the English online live class, I still felt anxious.
12 FLCAS12 I’ve always wanted to skip English online live classroom.
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Data collection and analysis. The study was distrib-
uted to the participants through electronic questionnaires 
in online English learning platform. A total of 419 students 
participated in the survey, of which 419 were valid ques-
tionnaires, with an effective rate of 100%. After the data 
was collected, the personal information of students was an-
alysed first. There were 175 males and 242 females, with 
an average age of 19.5 years (SD = 0.57), majoring in Chi-
nese, secretarial science, urban planning and management, 
forestry, environmental engineering, and biotechnology, 
etc. Meanwhile, the latest CET4 (College English Test Band 
4) scores of the participants during the English online live 
class were also collected. For most Chinese International 
Chinese Education students, CET4 is the national standard 
for their English pruriency and is related to their academic 
certificate. The data showed that the average CET4 score of 
the subjects was 392.4 (SD = 50.94), which was lower than 
the pass score of CET4 (425). Considering that most of the 
items on the scale were negatively keyed items, the anxiety 
scale was assigned a value of 1 for “strongly agree” and 
5 for “strongly disagree” before the data were analysed. 
Therefore, the scale scores were in the range of 28-140. 
The higher the score, the lower the anxiety level, while the 
lower the score, the higher the anxiety level. Then, the data 
analysis involved the following three phases with SPSS23.0 
and AMOS17.0. First, the descriptive analysis was conduct-
ed to give the brief understanding of the English learning 
anxiety in online live classroom. Second, exploratory fac-
tor analysis was conducted to test the construct validity 
of the OLECAS scale. Third, the finalised OLECAS factors 
were analysed through confirmatory factor analysis. Then, 
correlation and regression analysis between the factors in 
OLECAS and CET4 scores was conducted where the OLE-
CAS factors were considered as predictor variables, and the 
CET4 scores were processed as outcome variables. 

 RESULTS
Descriptive analysis of the OLECAS
Firstly, SPSS 23.0 was used to analyse the average score of 
the whole scale and each item to get a general description 
of English learning anxiety of the students in online live 
classroom. The data showed that the average score of the 
scale was 69.082, which indicates that the level of online 
English learning anxiety of the participants is still on the 
high side. From Table 1, it is found that except for No. 5 
(FLCAS5), No. 12 (FLCAS12), No. 14 (FLCAS14), No. 19 
(CATS3), No. 20 (CATS4) and No. 26 (CATS10), the aver-
age scores for other questions are all below the average, 
showing the higher level of English learning anxiety, which 
reflected these questions are mainly source of Chinese In-
ternational Chinese Education students’ English online live 
learning anxiety. For example: in online English class, the 
students may “feel so nervous that they can forget what 
they have already known”, and they are afraid when “ques-
tioned by teacher in screen” and show “lack of confidence 
in the online classroom” and “cannot understand what the 
teacher was saying” and so on.

In the English online live classroom, the face-to-face 
communication and interaction between teachers and stu-
dents and students and students is much less than in the 
traditional offline classroom, so students should have felt 
relaxed and not anxious (Horwitz et al., 1986). However, 
the participants in the study still show the fear about the 
communication with teachers and classmates by screen 
and microphone, and worry about the negative evalua-
tion from teachers and peers. Meanwhile, the participants 
also believe that they are lacking of confidence and have 
much anxiety about the online English learning. Besides, 
during the English online live classroom, the participants 
also show they have excessive stress and lack of confi-
dence in the English test, and expect the test results too 

No. Names  
of items Items

13 FLCAS13 When I speak in English online live classroom, I feel confident.
14 FLCAS14 When the teacher corrects my language mistakes in English online live classroom, I will be very afraid.
15 FLCAS15 I always worry that I can’t keep up with the rapid progress of the English online live classroom.
16 FLCAS16 When I speak English in English online live classroom, I am afraid that other students will laugh at me.
17 CATS1 I couldn’t sleep because I was worried about the English final exams or CET4.
18 CATS2 When I take an English test or CET4, I always wonder if other students can do better than me in the HKCEE.
19 CATS3 It is easier for me than other International Chinese Education students to find out the directions of English test or CET4.
20 CATS4 I’m not as nervous as the other students about the English test or CET4.
21 CATS5 At the beginning of English test or CET4, I was always so nervous that I could not think normally.
22 CATS6 In the English test or CET4, I would be so nervous that I would forget the grammar and words I knew.
23 CATS7 After every English test or CET4, I feel I could have done better.
24 CATS8 I feel confident and relaxed when I take an English test or CET4.
25 CATS9 I always have a bad feeling when I take the English final or CET4.
26 CATS10 Every time I find an unexpected question on an English test or CET4, I feel like it’s a challenge and not a panic attack.
27 CATS11 I am not good at taking the English test or CET-4, so my test results can not reflect my true level.
28 CATS12 I haven’t been doing well in my English exam and in CET4.

Table 1. Continued

Note: OLECAS – Online Live English Class Anxiety Scale
Source: adapted by E.K. Horwitz et al. (1986) and J.C. Cassady & R.E. Johnson (2002); modified for the online live learning 
context
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much, especial for CET4. Therefore, it is obvious to find 
that the English learning anxiety in online live classroom 
mainly comes from online classroom and English test. 
As shown in Table 2, item 19 recorded the highest mean 

anxiety score (M = 3.36), while item 8 recorded the low-
est (M = 2.22), reflecting notable variation in students’ 
anxiety levels across different aspects measured by the 
OLECAS scale.

Items Mean SD Items Mean SD Items Mean SD Items Mean SD
1 2.40 1.002 8 2.22 0.957 15 2.71 0.965 22 2.72 0.937
2 2.99 1.094 9 2.71 1.051 16 2.71 1.006 23 2.59 0.897
3 2.78 1.073 10 2.53 0.922 17 2.63 1.019 24 2.99 0.882
4 2.74 0.989 11 2.74 0.973 18 2.55 1.001 25 2.48 0.872
5 3.10 1.007 12 3.04 0.976 19 3.36 0.803 26 3.08 0.855
6 2.73 0.985 13 2.81 0.919 20 3.17 0.863 27 2.90 0.842
7 2.24 0.809 14 3.04 0.965 21 2.88 0.954 28 2.51 1.019

Table 2. Descriptive statistics for OLECAS items

Table 3. Rotated factor loadings and Cronbach’s alpha values for the OLECAS

Source: author’s own data

Exploratory factor and confirmatory factor analyses  
of the OLECAS 
Considering the questionnaire used in the study were 
adapted and modified by two different questionnaires, the 
factor structure and reliability of the questionnaire needed 
to be reexamined. Then, the data were randomly divided 
into two groups. The first set of data was tested by the 
Cronbach coefficient for the internal reliability of the scale. 
The total coefficient of Cronbach α was 0.892 > 0.8, and 
the coefficient of Cronbach α of each factor measured in 
the questionnaire was ≥0.60, which indicated that the in-
ternal consistency of the questionnaire was sufficient and 

the validity is in a high degree. Secondly, the principal 
component analysis was used to finalise the factors in OL-
ECAS with the maximum skew orthogonal rotation method 
(Kaiser, 1958). For finalising the OLECAS, the factor load-
ing of items should preferably weigh greater than 0.5 on 
the relevance factor and other factors less than 0.4 should 
be deleted (Stevens, 1996). As a result, a total of 25 items 
and four factors were retained in the final version of the 
OLECAS and FlCAS6, FLCAS7 and FLCAS12 were deleted 
in this study (shown in Table 3). It can also be seen from 
the (Fig. 1) that the distribution curve of the factors gradu-
ally levelled off after the fourth factor.

Figure 1. Scree plot for the exploratory factor analysis of the OLECAS
Source: author’s own data

Factors Loading

Online Classroom Anxiety (OCA), a = 0.906, Mean = 2.658, SD = 0.052
FLCAS1 0.560
FLCAS3 0.733
FLCAS4
FLCAS8
FLCAS9

0.702
0.682
0.714
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The four factors in OLECAS were “Online Classroom 
Anxiety (OCA)” (a = 0.906, Mean = 2.658, SD = 0.052), 
“Confidence Anxiety on Offline Tests (CAOT)” (a = 0.630, 
Mean = 2.79, SD = 0.093), “Emotional Anxiety on Offline 
Tests (EAOT)” (a =  0.692, Mean = 3.008, SD =  0.018), 
and “Anxiety on Offline Test Results (AOTR)” (a = 0.622, 
Mean = 2.631, SD = 0.055). The total variance explained 
was 69.87%. The factor “communicative apprehension” 
and “negative evaluation apprehension” in the original FL-
CAS questionnaire are not reflected in this study separate-
ly, but are presented as online classroom anxiety, which 
shows that the English learning anxiety of Chinese Interna-
tional Chinese Education students in online live class does 
present some new features.

The confirmatory factor analysis can verify the results of 
the exploratory factor by establishing a structural equation 
model to test whether the exploratory factor fits with the 
research purpose well. Based on the four main factors that 
have been finalised in the OLECAS, the study used AMOS 
17.0 to construct the first-order model of OLECAS based 
on the rest of data. A fitness check was performed and cor-
rected according to the estimated values, correction paths 

and indices suggested by the system. Finally, the model 
(X2/df = 1.222, P = 0.013, GFI = 0.907, RMSEA = 0.036, 
CFI = 0.982, NFI = 0.912, IFI = 0.983) has a good fit, con-
firming the four factors of “Online Classroom Anxiety”, 
“Confidence Anxiety on Offline Tests”, “Emotional Anxie-
ty on Offline Tests”, and “Anxiety on Offline Test Results” 
can represent the variables of OLECAS in blended learning.

Correlation between English learning anxiety  
and CET4 scores
Based on the current situation of International Chinese 
Education students’ English learning anxiety in online live 
classroom, this study further explored the relationship 
between English online learning anxiety and English test 
scores. CET4 score was used as an independent variable 
and English learning anxiety as a dependent variable to es-
tablish a correlation analysis. It can be seen in Table 4 that 
there is a negative correlation between the four kinds of 
anxiety and the CET4 scores, which showed that students’ 
English online learning anxiety will affect their English test 
results directly, and the higher the degree of anxiety, the 
lower their test results.

Factors Loading

Online Classroom Anxiety (OCA), a = 0.906, Mean = 2.658, SD = 0.052
FLCAS10
FLCAS11
FLCAS14
FLCAS15
FLCAS16

0.655
0.733
0.688
0.659
0.708

Confidence Anxiety on Offline Tests (CAOT), a = 0.630, Mean = 2.790, SD = 0.093
FLCAS2 0.583
FLCAS13 0.586
CATS4
CATS8
CATS10

0.715
0.713
0.611

Emotional Anxiety on Offline Tests (EAOT), a = 0.692, Mean = 3.008, SD = 0.018)
CATS1 0.763
CATS2 0.722
CATS3 0.529
CATS5
CATS6
CATS7

0.595
0.611
0.607

Anxiety on Offline Test Results (AOTR), a = 0.622, Mean = 2.631, SD = 0.055
CATS9 0.550
CATS11 0.685
CATS12 0.506

Table 3. Continued

Source: author’s own data

English Learning Anxiety (ELA) OCA CAOT EAOT AOTR
CET4 score -0.0213** -0.0170** -0.0134** -0.0242**

Note: OCA = Online Classroom Anxiety; CAOT = Confidence Anxiety on Offline Tests; EAOT = Emotional Anxiety on Offline 
Tests; AOTR = Anxiety on Offline Test Results. *p < 0.05, **p < 0.01, ***p < 0.001
Source: author’s own data

Table 4. Correlation between OLECAS factors and CET4 scores (n = 419)

The stepwise regression analysis was also conducted 
in which the learners’ English learning anxiety were used 

to predict their CET4 scores, namely, the OLECAS factors 
are the predicators, while the CET4 scores are outcome 
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variables. The findings in Table 5 revealed that the OLE-
CAS factors of “Emotional Anxiety on Offline Tests” and 
“Anxiety on Offline Test Results” have significant nega-
tive predictors of CET4 scores. However, “Online Class-
room Anxiety” and “Confidence Anxiety on Offline Tests” 
did not predict the results. A possible explanation is that 
online classroom anxiety is mainly related to real-time 
interaction and peer evaluation in virtual environments, 
which is separate from formal test contexts. Students 
may experience anxiety about speaking in class or being 

judged by peers during live sessions, but this does not 
necessarily translate to performance on standardised ex-
ams like CET4, which are taken individually and focus on 
written skills rather than classroom participation. Similar-
ly, confidence anxiety on offline tests may reflect general 
self-doubt rather than test-specific anxiety, thus having 
less impact on actual test performance. This suggests that 
anxiety manifests differently across contexts, and class-
room-related anxiety may not directly influence formal 
test outcomes.

OLECAS B SE Beta T P
CET4 scores EAOT 9.351 4.273 0.115 -2.189 0.029
CET4 scores AOTR 14.392 5.108 0.196 -2.818 0.005

Table 5. Stepwise regression model for predicting students’ CET4 scores (n = 419)

Table 6. Independent samples T-Test results by gender

Note: EAOT = Emotional Anxiety on Offline Tests; AOTR = Anxiety on Offline Test Results. p < 0.05, p < 0.01, p < 0.001
Source: author’s own data

Note: CAOT = Confidence Anxiety on Offline Tests; AOTR = Anxiety on Offline Test Results
Source: аuthor’s own data

Independent sample T test on different genders 
First, the average CET4 score for boys and girls were cal-
culated respectively. It is easily found that the average 
CET4 score for boys and girls was 370.75 (SD = 54.004) 
and 405.13 (SD = 44.107) respectively. Although neither 
boys nor girls did not reach the pass mark (425 points), 
girls’ English scores were significantly higher than boys. 
Meanwhile, the average score of the four anxiety factors of 
the female students is also higher than that of the male stu-
dents, which indicates that the anxiety level of the female 
students is lower than that of the male students, which is 
consistent with the results of the correlation analysis. The 
independent sample T test further showed that there were 
significant differences between male and female students 
in “Confidence Anxiety on Offline Tests” and “Anxiety on 

Offline Test Results” (p < 0.05). However, there was no 
difference between “Online Classroom Anxiety” and “Emo-
tional Anxiety on Offline Tests”. Specifically, the difference 
in “Confidence Anxiety on Offline Tests” between male and 
female students’ is mainly reflected in FLCAS2, CATS8and 
CATS10, showing that the boys are less confident than girls 
in the English test, and they are more worried about mak-
ing mistakes especially in CET4. Meanwhile, it was more 
difficult for boys to deal with unexpected situations in the 
English test. Besides, the difference between male and fe-
male students’ anxiety about the English test result was re-
flected in CATS12. It indicates that compared with female 
students, boys are more likely to view the test with pessi-
mistic and depressed to their English scores. These gender 
differences are summarised in Table 6.

Factors Item Gender Average SD  Sig.
95% confidence interval for difference

upper-bound lower-bound

CAOT

FLCAS2
M 2.80 0.099

0.003 -0.5788 -1.258
F 3.15 0.057

CATS8
M 2.85 0.089

0.001 0.1529 0.5589
F 3.22 -0.0027

CATS10
M 2.80 0.9351

0.002 -0.3869 -0.0198
F 2.99 0.7774

AOTR CATS12
M 2.29 1.0285

0.001 -0.2470 0.1469
F 2.68 0.982

 DISCUSSION
The English learning anxiety  
of Chinese International Chinese Education students 
in online live classroom
The current study analysed the International Chinese Ed-
ucation students’ English learning anxiety in online live 
classroom with the exploratory and confirmatory analy-
sis. The findings indicate that in the online English live 
classroom, the International Chinese Education students’ 
English learning anxiety include four factors, namely,  

“Online Classroom Anxiety”, “Confidence Anxiety on Of-
fline Tests”, “Emotional Anxiety on Offline Tests”, and 
“Anxiety on Offline Test Results”. In the online live class-
room, students generally do not have to leave their comfort 
zone and answer questions and interact with the teachers 
are also less frequently, therefore, the students should feel 
more relaxed about the online learning, and the learning 
anxiety should be reduced. However, the results of the 
study show that the students still have the high learning 
anxiety and show fear and worry about English learning 
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in online live classroom. This indicates that the change of 
learning environment has limited influence on students in 
language learning. It is worth noting the “communicative 
apprehension” and “negative appraisal apprehension” in 
FLCAS are not reflected in this study, which is consist-
ent with the results of S. Giasiranis & L. Sofos (2020), she 
also found that International Chinese Education students’ 
English learning anxiety is a comprehensive factor in her 
research on Chinese International Chinese Education stu-
dents’ English learning anxiety. 

On the one hand, it proves that English learning anx-
iety is not only caused by oral communication anxiety, 
but also a combination of various kinds of anxiety. On 
the other hand, the oral communication between teachers 
and students is not the focus of English learning in online 
live classroom. Therefore, the English learning anxiety of 
International Chinese Education students in online live 
classroom is a kind of holistic anxiety which exists in the 
whole process of online live learning. This finding is con-
sistent with E.K.  Horwitz  et al.  (1986), who argued that 
foreign language anxiety is a multifaceted construct rath-
er than being limited to oral communication. However, 
L. Ganschow et al. (1994) emphasised the role of language 
learning disabilities in anxiety, a factor not examined in 
the current study. Additionally, H.W. Zhang (2022) found 
that online classroom anxiety was a significant predictor of 
test performance in their sample of science majors, which 
contrasts with the present results. This discrepancy may be 
attributed to the different majors and teaching contexts. 
Furthermore, Y. Lee et al. (2023) reported that test result 
anxiety was the strongest predictor of academic perfor-
mance, aligning with the current study’s findings.

Second, the most significant factor in OLECAS is 
“Anxiety on Offline Test Results”, and the average load-
ing of factor is more than 0.7 and the Mean  =  2.631 
(SD = 0.055), ranking the lowest among 4 anxiety fac-
tors. The finding shows that the English learning anxiety 
of students in the process of online live learning is mainly 
concentrated on the fear and worry about the English test 
results, especially the CET4 scores, which coincided with 
many researches on foreign language learning anxiety 
that the foreign language learning anxiety mainly comes 
from the test anxiety to a large extent (Mandler & Sara-
son, 1952). In recent years, the foreign language teaching 
in China has been undergoing a transformation from the 
traditional class to flipped classroom and to the blended 
learning, the “student-centred” teaching concept is more 
and more applied. Therefore, the process assessment of 
the students is also adopted, at the same time, the Inter-
national Chinese Education students’ views on English 
learning, and motivation have also changed significantly. 
They have gradually realised that English learning is more 
for improving their intercultural communication compe-
tence, and ultimately developing their comprehensive ap-
plication of English. However, it cannot be denied that at 
present, the assessment of International Chinese Educa-
tion students’ English proficiency in China is still based on  

national English test as the main means and standard. 
Only passing the relevant English tests, can students 
achieve their own graduation, get further studies, and find 
a better job, which inevitably leads to “test-oriented” as 
the main goal of International Chinese Education students’ 
English learning. Therefore, English test anxiety is still the 
main source of Chinese International Chinese Education 
students’ English learning anxiety. This may also explain 
why anxiety about English test accounts for three-quarters 
of the anxiety factors in International Chinese Education 
students’ English online live classroom. In other words, 
although the English online live classroom has changed 
the traditional learning environment and learning model, 
once the requirement of students to pass the English test 
has not been changed, the English learning anxiety of stu-
dents will not change in nature. 

 Meanwhile, it is also found that the mean of “Emo-
tional Anxiety on Offline Tests” was the highest among the 
four factors (Mean = 3.008, SD = 0.018). In other words, 
students experienced the lowest emotional anxiety during 
the English exam. There are two reasons for the finding. 
First, after so many English test for Chinese International 
Chinese Education students since they began to learn Eng-
lish, they have already formed some strategies to relieve 
the emotional anxiety in the English test. Second, due to 
the influence of COVID19, the CET4 test in the 2020 was 
delayed so that the participants have nearly one year not 
to take part in formal English test. Therefore, most of them 
have forgotten the emotional anxiety in the English test at 
that time. Above reasons may illustrate why the students 
felt lest anxious emotionally about the English test when 
they took part in the questionnaire survey. 

Correlation between learners’ English learning anxiety 
in online live classroom and CET4 scores 
Based on the current situation of International Chinese Ed-
ucation students’ English learning anxiety under the online 
live classroom, this study further explores the relationship 
between OLECAS and CET4 scores with the correlation 
analysis and regression analysis. The factors “Emotion-
al Anxiety on Offline Tests” and “Anxiety on Offline Test 
Results” in OLECAS were negative predictors of English 
achievement, while “Online Classroom Anxiety” and “Con-
fidence Anxiety on Offline Tests” were not predictive of 
English achievement. It is worth noting that the findings 
of the regression analysis show that the more relaxed they 
were or the less emotionally anxious the students were in 
the English test, the lower test scores they would get. Al-
though there is much debate as to whether foreign lan-
guage learning anxiety has the direct impact on students’ 
foreign language outcome, however, this study still agrees 
that students with learning anxiety will have defects in un-
derstanding the test and encoding information, which leads 
to a decline in learning skills and strategies they use to 
deal with the test. In turn, it directly increases their mental 
burden and pressure, and ultimately affects performance of 
students in exams (Ganschow et al., 1994). 
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Combined with the regression results in the previous 
chapter, online classroom anxiety and confidence anxiety 
on offline tests cannot significantly predict CET4 scores. 
The core reason is that online classroom anxiety mainly 
stems from real-time interaction, teacher questioning and 
peer evaluation in virtual classrooms, which belongs to sit-
uational anxiety in the learning process and is independent 
of the assessment scenarios of standardised examinations. 
Test-related confidence anxiety is a general psychological 
state of self-doubt, rather than targeted anxiety generated 
in the examination process, so it cannot effectively predict 
actual examination performance. In addition, the findings 
also indicate that for most participants, they treated the 
classroom and English test separately. The English learning 
anxiety in online live classroom is only manifested in their 
unwilling to be questioned and interacted by teachers and 
students, their lack of self-confidence in learning, and their 
refusal to accept the negative comments from teachers 
and peers. However, they don’t think there is a direct rela-
tionship between classroom learning and English tests. In 
the online live classroom for College English, the teachers 
would focus on the questions in the students’ autonomous 
learning, and the important and difficult language points in 
the teaching materials. Therefore, the training and prepa-
ration for CET4 is not included in the online classroom, 
so students may think that the English learning online is 
not helpful to pass CET4 although the test was delayed. 
Besides, several participants were interviewed to explore 
the deep reasons behind test anxiety, and it was found that 
their university has clear degree requirements linked to 
CET4 scores. Only those with a CET4 score above 400 can 
obtain the degree certificate. Therefore, passing the CET4 
test has become the most important learning goal for stu-
dents. However, the overall CET4 performance of the re-
spondents is unsatisfactory: only 25.7% of students passed 
the exam, and 43.3% scored above 400, which is far from 
the graduation standard.

The findings show that the students do not attach im-
portance to the learning in English classroom, so that they 
lack of consolidation and accumulation of English language 
knowledge, resulting in their skills are not solid and that 
the students are weak in how to transform language knowl-
edge into the skills in response to English test. Therefore, 
even if they spend a lot of time on exercises about CET4, 
the outcome is still not satisfactory. In turn, the low score 
in English test aggravates the students’ anxiety about Eng-
lish learning, which results in a vicious circle.

Gender differences in English learning anxiety  
in online live English classroom
There have been different views on gender differences in 
foreign language learning anxiety. However, females have 
repeatedly been found to report higher levels of overall test 
anxiety than males (Hembree, 1988; Zeidner, 1990; Ban-
dalos et al., 1995). According to E.K. Horwitz et al. (1986), 
foreign language anxiety of female students is higher than 
that of male students, because female students tend to be 

more introverted, so their learning anxiety in classroom is 
higher. J.C. Cassady & R.E. Johnson, (2002) showed that 
although the learning anxiety for female is higher, there 
is no obvious difference in the language test performance 
between female and male. While the findings of S.  No-
reen  et al.  (2015) show that English learning anxiety of 
girls is lower than that of boys. However, the results of 
independent sample T test show that boys’ English learn-
ing anxiety is higher than girls’ in “Confidence Anxiety on 
Offline Tests” and “Anxiety on Offline Test Results”, and 
the average score of CET4 of boys is lower than girls. It is 
found that most of the participants in the study come from 
the rural areas in western China, influenced by economic 
factors and Chinese outworn concept “value the male child 
only”, the learning pressure for most girls in rural areas in 
western China would be too great. However, the female 
students who can go to high school or university or above 
are generally the “less but better” group, who have excel-
lent performance and are usually better than male students 
in academic works. Therefore, the learning motivation and 
abilities of female International Chinese Education students 
in western China are often quite strong, and the academic 
performance is generally better than boys, so their English 
learning anxiety will be lower than boys, and they are also 
more confident in the process of English learning.

Pedagogical implications for online English teaching
Although English online live teaching, with the help of ad-
vanced information technology, is better fit with the mod-
ern society’s learning philosophy, the findings of this study 
still show that there is a high level of English learning anx-
iety for Chinese International Chinese Education students 
in the online live classroom, which is mainly reflected in 
the classroom anxiety and English test anxiety. In view of 
this, this study puts forward the following suggestions for 
English teaching in online live classroom. 

Firstly, the teacher should learn the anxiety of students 
in online classroom clearly and understand what the stu-
dent worry about and they want from the online classroom. 
Secondly, R.L. Oxford (1999) found that anxiety in foreign 
language learning is closely related to the way teachers 
teach. In foreign language classroom, the behaviour of the 
teacher, especially the language used in error correction 
and evaluation, will cause the students’ foreign language 
learning anxiety. Therefore, exploring the English teaching 
mode in online live classroom is the key to the English on-
line live education. English teachers should not only com-
plete the teaching tasks in the online classroom, but also 
overcome the obstacles caused by lacking of teacher-stu-
dent communication, and learn about the feedback of the 
classroom in time from the students. Therefore, the teacher 
should strengthen the interaction with the students, “chat-
ting” with the students through video or typing before or 
after class to know the students’ learning. Meanwhile, even 
in the online classroom, the teacher should also give more 
encouragement to the students behind the screen, so that 
the students can learn in a relaxed learning atmosphere. At 



An empirical study on foreign language learning anxiety...

56 Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

 REFERENCES
[1]	 Bandalos, D.L., Yates, K., & Thorndike-Christ, T. (1995). Effects of math self-concept, perceived self-efficacy, 

and attributions for failure and success on test anxiety. Journal of Educational Psychology, 87(4), 611-623. 
doi: 10.1037/0022-0663.87.4.611.

[2]	 Bashori, M., van Hout, R., Strik, H., & Cucchiarini, C. (2022). Web-based language learning and speaking anxiety. 
Computer Assisted Language Learning, 35, 1058-1089. doi: 10.1080/09588221.2020.1770293.

[3]	 Cancino, M., & Cabello, G. (2024). Foreign language speaking anxiety and computer self-efficacy in an online 
emergency remote teaching environment: Perceptions from EFL learners. MEXTESOL Journal, 48(4), 1-16. 
doi: 10.61871/mj.v48n4-13.

[4]	 Cassady, J.C., & Johnson, R.E. (2002). Cognitive test anxiety and academic performance. Contemporary Educational 
Psychology, 27(2), 270-295. doi: 10.1006/ceps.2001.1094.

[5]	 Chastain, K. (1988). Developing second language skills: Theory and practice (3rd ed.). Orlando: Harcourt Brace Jovanovich.
[6]	 Dewaele, J.-M., Saito, K., & Halimi, F. (2023). How foreign language enjoyment acts as a buoy for sagging motivation: 

A longitudinal investigation. Applied Linguistics, 44(1), 22-45. doi: 10.1093/applin/amac033.
[7]	 Ganschow, L., Sparks, R.L., Anderson, R., Javorsky, J., Skinner, S., & Patton, J. (1994). Differences in language 

performance among high-, average-, and low-anxious college foreign language learners. The Modern Language Journal, 
78(1), 41-55. doi: 10.1111/j.1540-4781.1994.tb02013.x.

[8]	 García-Castro, V., & O’Reilly, J. (2022). Foreign language anxiety and online engagement during the COVID-19 
pandemic: A comparison between EMI and FMI university students. English Teaching & Learning, 46, 273-291. 
doi: 10.1007/s42321-022-00120-x.

last, the teachers can use diverse ways to make evaluation 
to student, such as increase the peer review to allows stu-
dents to correct errors in the online classroom, which can 
prevent students from receiving negative feedback directly 
from teachers and reduce their fear towards the classroom. 

At the same time, since no more scientific and feasible 
measure of English ability than English test in the short 
term, students’ anxiety about English test will exist for a 
long time. In view of students’ high anxiety level and low 
CET4 passing rate, college English teachers should also 
consider strengthening the training of students’ test-taking 
skills by means of teaching materials during live broad-
cast. For example, according to the content of the CET4 
examination according to the students assigned translation, 
writing training, or for the content of the text set reading 
questions, so that students limit the time online reading, 
and so on. This not only completes the teaching content 
of the live-broadcast course, but also strengthens students’ 
test skills in daily teaching, which can not only enhance 
students’ learning willingness for the live-broadcast course, 
but also enhance their interest in English learning, it can 
also improve students’ test skills and test-taking ability, en-
hance students’ test confidence, and reduce students’ test 
anxiety. Only in this way can the learning effect of stu-
dents’ online live broadcast class. 

 CONCLUSIONS
Based on a survey of English learning anxiety among 419 
International Chinese Education students at a university in 
western China, the study found that the shift to online live 
teaching did not reduce students’ anxiety in either English 
learning or formal English tests. Further analysis revealed 
that two anxiety factors, emotional anxiety during tests and 
anxiety about test results, were significant negative pre-
dictors of CET4 performance, while online classroom anx-
iety and general confidence anxiety were not predictive.  

Specifically, AOTR showed the strongest negative predic-
tion of CET4 scores (β = 0.196, p = 0.005), followed by 
EAOT (β  =  0.152, p  =  0.012). These findings highlight 
that assessment-related anxiety, rather than classroom in-
teraction anxiety, is the primary barrier to academic per-
formance in this context.

From a pedagogical perspective, the study underscores 
the need for teachers to proactively identify and address 
students’ anxiety triggers in online settings, particularly 
those linked to high-stakes testing. Strengthening real-time 
interaction, providing positive reinforcement, and inte-
grating test-taking skill training into live lessons can help 
mitigate anxiety and create a more supportive learning 
environment. Over time, these practices may foster great-
er confidence and a more positive cycle of learning and 
performance. Future studies could explore English learn-
ing anxiety in hybrid learning environments, examine how 
different online teaching platforms shape anxiety levels, 
and test targeted interventions such as stress management 
workshops or low-stakes practice assessments designed 
to reduce test-related anxiety among pre-service TCSOL 
teachers.
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Синхрондук онлайн англис тили сабактарында  
“Кытай тилинин эл аралык билим берүүсү” багытынын 
бакалавриат студенттеринин чет тилин үйрөнүүдөгү 
тынчсыздануусун эмпирикалык изилдөө

Цзин Чжан
PhD докторанты
Эл аралык маданий алмашуу колледжи, Түндүк-Батыш педагогикалык университети
730070, Аньнин Дунлу көч., 967, Ланьчжоу ш., КЭР
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Аннотация. Бул изилдөөдө 2022-жылы онлайн форматта англис тилин үйрөнүүдөгү тынчсызданууну OLECAS 
суроо-барагынын (онлайн англис тилин үйрөнүүдөгү тынчсыздануу шкаласы) жардамы менен изилдөө үчүн 
“Кытай тилинин эл аралык билим берүүсү” багытында окуган бакалавриаттын 2-курсунун 419 студенти туш 
келди тандалып алынган. Изилдөө реалдуу убакыт режиминдеги онлайн сабактардын шартында аталган 
багыттын студенттеринин англис тилин үйрөнүүдөгү тынчсыздануусунун структурасын жана божомолдоочу 
факторлорун (предикторлорун) аныктоого багытталган. Алынган натыйжалар көрсөткөндөй, синхрондук онлайн 
сабактарда студенттердин англис тилин үйрөнүүдөгү тынчсыздануусу негизинен төмөнкү формаларда байкалган: 
онлайн сабактардагы тынчсыздануу (OCA), офлайн тесттерди тапшыруудагы ишенимдүүлүккө байланыштуу 
тынчсыздануу (CAOT), офлайн тесттерди тапшыруудагы эмоционалдык тынчсыздануу (EAOT) жана офлайн 
тесттердин жыйынтыктарынан кооптонуу (AOTR). Изилдөөдө англис тилин үйрөнүүдөгү тынчсыздануу менен 
академиялык жетишкендиктин (айрыкча, CET-4 экзаменинин упайларынын) ортосундагы байланыш андан ары 
талдоого алынган. Жыйынтыгында тынчсыздануунун бардык факторлору англис тили боюнча жетишкендиктер 
менен терс корреляцияда экени аныкталган. Алардын ичинен “офлайн тесттерди тапшыруудагы эмоционалдык 
тынчсыздануу” жана “офлайн тесттердин жыйынтыктарынан кооптонуу” факторлору англис тилинен тесттин 
упайларына божомолдоочу таасир тийгизген; ал эми “онлайн сабактардагы тынчсыздануу” жана “офлайн 
тесттерди тапшыруудагы ишенимдүүлүккө байланыштуу тынчсыздануу” факторлору тесттин жыйынтыктарына 
олуттуу божомолдоочу таасирин тийгизген эмес. Изилдөөнүн жыйынтыктары жогорку окуу жайларында англис 
тилин үйрөнүп жаткан студенттердин онлайн окутуу стратегияларын ылайыкташтыруу жана тест тапшыруудагы 
тынчсызданууну басаңдатуу үчүн практикалык сунуштарды берет

Негизги сөздөр: кытай тилинин болочок мугалимдери (бакалавриат студенттери); синхрондук онлайн 
окутуу; англис тилин үйрөнүүдөгү тынчсыздануу; окутуу стратегиялары; онлайн билим берүү
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Эмпирическое исследование тревожности при изучении 
иностранного языка у студентов бакалавриата  
по направлению «Международное образование  
в области китайского языка» в условиях синхронного  
онлайн-обучения английскому языку
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Аннотация. В данном исследовании в качестве испытуемых были случайным образом выбраны 419 
второкурсников бакалавриата, обучающихся по направлению «Международное образование в области 
китайского языка». Целью работы являлось изучение уровня тревожности при онлайн-изучении английского 
языка в 2022 году с использованием специализированного опросника OLECAS (шкала тревожности при 
изучении английского языка в режиме онлайн). Исследование было направлено на анализ структуры и 
прогностических факторов (предикторов) тревожности при изучении английского языка среди студентов 
указанного направления в условиях онлайн-занятий в реальном времени. Полученные результаты показали, что 
в условиях синхронного онлайн-обучения тревожность студентов при изучении английского языка в основном 
выражалась в следующих формах: тревожность во время онлайн-занятий (OCA), тревожность, связанная с 
уверенностью при прохождении офлайн-тестов (CAOT), эмоциональная тревожность при прохождении офлайн-
тестов (EAOT) и тревожность перед результатами офлайн-тестирования (AOTR). В исследовании также детально 
изучалась взаимосвязь между тревожностью при изучении английского языка и академической успеваемостью 
(в частности, баллами за экзамен CET-4). Результаты продемонстрировали негативную корреляцию между 
всеми факторами тревожности и успеваемостью по английскому языку. При этом такие факторы, как 
«эмоциональная тревожность при прохождении офлайн-тестов» и «тревожность перед результатами офлайн-
тестирования», имели прогностическое влияние на экзаменационные баллы по английскому языку; в то время 
как «тревожность во время онлайн-занятий» и «тревожность, связанная с уверенностью при прохождении 
офлайн-тестов», не оказали существенного прогностического влияния на результаты тестирования. Выводы 
исследования содержат практические рекомендации по корректировке стратегий онлайн-преподавания и 
снижению экзаменационной тревожности у студентов вузов, изучающих английский язык

Ключевые слова: будущие преподаватели китайского языка (студенты бакалавриата); синхронное онлайн-
обучение; тревожность при изучении английского языка; стратегии обучения; онлайн-образование
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Abstract. The purpose of the study was to identify the influence of gender stereotypes on students’ professional self-
determination. The research methodology included statistical analysis, a questionnaire survey involving 100 11th grade 
students from four schools in the city of Tashkent (Schools No.  110, No.  17, No.  81, and No.  145), factor analysis, 
and the comparative and interpretative method. Gender stereotypes in professional choice were considered as stable 
social attitudes formed under the influence of the family, educational environment, and social norms that determine the 
perception of young people about “acceptable” professional roles for boys and girls. They are fixed at the stage of school 
education and affect the structure of educational and career intentions, may influence the variability of professional 
choices. Statistics showed that 46% of students encountered stereotypes in childhood, and 51% perceived their negative 
impact on career choices, in particular, rejection of STEM fields. About 48% of respondents pointed to the influence of 
stereotypes on the choice of school subjects, while 45-47% recorded their role in shaping ideas about gender roles and 
family responsibilities. Half of the respondents (50%) noted the impact on public perception of professions, and 46% 
supported further development of public policies and educational initiatives to overcome stereotypes. The survey results also 
confirmed an increase in the influence of the family to 40-50%, social networks to 35-45%, and the pressure of the “typical 
profession” to 40-55%, which especially increases restrictions for girls. In this regard, the directions of career guidance 
work should be aimed at the development of a gender-neutral educational environment, the systematic implementation 
of career guidance activities with the demonstration of various professional trajectories and the involvement of specialists 
in various industries. The practical significance of the study lies in the possibility of its use by administrations of general 
secondary education institutions, school psychologists, and teachers to improve career guidance work with students
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 INTRODUCTION
The choice of a professional trajectory is one of the stages 
of a person’s life and professional development. In the ed-
ucation system, there are differences in the professional in-
terests, educational priorities, and career intentions of ed-
ucation applicants, which makes it necessary to investigate 
the gender characteristics of this process. The investigation 
of this problem allows identifying the factors that affect 
professional self-determination, identify the features of ed-
ucational choice, and contribute to creating conditions for 
the realisation of professional potential regardless of gen-
der. In particular, gender stereotypes that form the idea of 
“traditionally male” and “traditionally female” professions 

and may restrict or direct educational and career choices of 
applicants for education. 

Gender features of the choice of professional trajectory 
in the education system were considered as a multidimen-
sional phenomenon that covered social, psychological, and 
institutional factors in the development of educational de-
cisions. P. Blossfeld et al. (2023) showed that gender-spe-
cific inequalities in education and the labour market are 
formed as a result of long-term structural mechanisms that 
direct students to various professional areas even in the 
early stages of the educational path. The approach em-
phasises that the educational system has recreated models 
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of horizontal segregation, consolidating differences in the 
choice of specialities. Further findings of the research team 
led by M. Van der Vleuten (2021) demonstrated that the 
distribution of students by field of study in high school is 
explained not only by social expectations, but also by indi-
vidual ideas about their own abilities. Educational trajecto-
ries are formed by comparing self-esteem with well-estab-
lished ideas about male and female professional spheres, 
which reinforces differences in the choice of educational 
areas and consolidates gender specialisation.

The findings of L. Gambaro et al. (2023) proved that 
gender typification of professional aspirations among 
young people increases under the influence of ideological 
attitudes, value orientations, and educational expectations. 
The development of career orientations took place in the 
interaction of the family environment, educational insti-
tutions, and socio-cultural norms, which stabilises differ-
ences in the choice of professional paths. Analytical con-
clusions of J. DeVries & F. Lauermann (2025) found that 
career aspirations that met or did not meet gender norms 
are shaped by different trajectories of personal develop-
ment. The researchers emphasised that educational choic-
es vary depending on self-assessment of abilities, learning 
experience, and support for the social environment, which 
affects the professional self-determination of girls and boys 
in different ways. In particular, H. Jiang et al. (2024) found 
that awareness of STEM career opportunities is enhanced 
through the interaction of self-efficacy, expected outcomes, 
and educational experience. It was shown that gender dif-
ferences in interests in technical and natural sciences are 
formed not only through external barriers, but also through 
internal cognitive attitudes regarding own abilities.

Conceptual generalisations of D. Fernández et al. (2023) 
found that students’ perceptions of professional success 
depend on socio-economic status and gender norms. The 
study showed that different interpretations of success di-
rectly influence educational and career decisions, form-
ing excellent professional routes. The study by Y. Mubar-
akov  et al.  (2025) proved that gender segregation in the 
labour market in Central Asian countries is systemic in 
nature and is reflected in the educational elections of 
young people. Structural restrictions on access to individ-
ual professions reinforce early differentiation of learning 
trajectories. Longitudinal generalisations of K.  Turek  et 
al. (2022) showed that gender differences in the duration 
of professional activity are formed even at the stage of ed-
ucational choice, influencing the future life career path. 
Educational solutions determine the level of stability and 
flexibility of professional employment in the long term. In-
stitutional provisions of J. Beckmann et al. (2023) showed 
that abandonment of vocational education and dual train-
ing is associated with career trade-offs that affect boys and 
girls differently. The study found that educational choices 
are determined by the balance between labour market de-
mands and social constraints.

Despite the research of the above-mentioned scientists, 
regional features of the development of gender stereotypes, 

in particular, in the school environment, remain insuffi-
ciently studied. Another gap is the limited number of em-
pirical studies that simultaneously combine analysis of 
family, school, and media influences with comparison of 
the dynamics of changes during the school year by gender. 
The purpose of the study was to determine the significance 
of gender stereotypes in the professional intentions of boys 
and girls. The objectives of the study were: to analyse the 
influence of gender stereotypes on the professional self-de-
termination of 11th grade students; to assess the role of the 
family, school, and social environment in the development 
of professional orientations; to formulate areas for improv-
ing career guidance work at school based on the gender 
characteristics of choosing a professional trajectory.

 MATERIALS AND METHODS
The type of research was empirical quantitative, design – 
quasi-experimental longitudinal (pretest-posttest) with 
comparison of independent groups. The study included 
four interrelated methods: statistical analysis, question-
naires, factor analysis, and the comparative interpretation 
method. Through statistical analysis, gender differences 
in the choice of professional trajectory were identified, in 
particular, persistent segregation in STEM fields (Science, 
Technology, Engineering, and Mathematics), the develop-
ment of professional intentions at the school stage, and 
the gender gap in mathematics and natural sciences. The 
source database was compiled by the reports of the World 
Economic Forum (2024), OECD (Organisation for Econom-
ic Co-operation and Development) (2025), UNESCO (Unit-
ed Nations Educational, Scientific and Cultural Organiza-
tion  (n.d.) that highlighted the principles of influence of 
social expectations and gender stereotypes on educational 
and professional choices. In addition, based on the results of 
Survation survey (Survation, 2019), the prevalence of gen-
der stereotypes in childhood, their influence on the choice 
of school subjects, professional intentions, and career de-
cisions were analysed. To analyse the above-mentioned 
sources, indicators of the gender distribution of employ-
ment in STEM and non-STEM fields were used, the propor-
tion of career aspirations among students of different gen-
ders, levels of academic achievement in mathematics and 
the natural sciences, and percentage data on the influence 
of gender stereotypes on educational and career choices, 
which served to determine the extent of gender segrega-
tion and identify key socio-educational factors influencing 
career self-determination. The above sources were selected 
according to the criteria of relevance  (2019-2025), inter-
national coverage, availability of quantitative indicators on 
gender differences in professional choice and educational 
trajectories, and compliance with the topic of the influence 
of gender stereotypes on professional self-determination.

Survey in the period from September to May 2025 
among 100 students (50 girls and 50 boys) of 11 classes of 
schools in Tashkent, in particular, school No. 110, No. 17, 
No.  81 and No.  145 (25 students from each educational 
institution). These educational institutions were selected 
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because of their location in different districts of the city, 
which ensured the representation of students in different 
social and educational environments and increased the rep-
resentativeness of the study sample. The inclusion criteria 
were respondents who were at the stage of professional 
self-determination, studied in general secondary educa-
tion institutions, regularly attended training sessions, and 
provided informed consent to participate in the study. The 
exclusion criteria were refusal to participate at any stage of 
the study or systematic absences from classes. Before start-
ing the survey, respondents were provided with instruc-
tions on the purpose of the study, the rules for filling out 
the form and ensuring anonymity of responses, and their 
voluntary consent to participate. To ensure the quality of 
data, it was planned to fill out a questionnaire, control the 
completeness of responses and prevent re-participation. 
All organisational conditions of the survey were aimed at 
ensuring the objectivity of the results, confidentiality and 
equal conditions for all study participants in accordance 
with the ethical principles of the American Psychological 
Association (2002). Between the two stages of the survey, 
targeted pedagogical and career guidance was carried out, 
which included STEM-orientation activities, meetings with 
specialists of various professions, discussion of gender 
roles in lessons and classroom hours, consultations with 
a school psychologist, and involvement of parents in ca-
reer guidance conversations. It was the implementation of 
these activities during the school year that created grounds 
for waiting for changes in students’ professional percep-
tions until the moment of re-measurement. The survey was 
conducted online using the Google Forms platform (Goog-
le Forms,  n.d.) to reach students from four schools. The 
questionnaire contained 15 closed-ended questions with 
multiple choice answers. 

1. Have you ever encountered claims that certain pro-
fessions are “suitable only for men or only for women”?

Yes, often
Sometimes
No
2.  Who most often expressed such stereotypical 

statements?
Parents/family
Teachers
Peers
Mass media
Social networks
Not encountered (all)
3. Did family advice affect your perception of “female” 

and “male” professions?
Yes, to a large extent
Partially
No
4. Did the school discuss gender roles in choosing a 

profession?
Yes, regularly
Sometimes
No

5. Did you feel different attitudes of teachers towards 
boys and girls in your choice of subjects (for example, 
mathematics or literature)?

Yes
No
I did not pay attention
6. Were you encouraged at school to choose STEM sub-

jects regardless of gender?
Yes
Partially
No
7. Do social media influence your ideas about “male” 

and “female” professions?
Yes, strongly
Partially
No
8. Do you agree with the statement that society creates 

different expectations about professions for boys and girls?
Completely agree
Partially agree
Disagree
9.  Do you think that fathers are more supportive of 

their sons in technical professions and their daughters in 
humanities?

Yes
No
Hard to say
10. Do peer opinions influence your choice of profes-

sion based on gender perceptions?
Yes
Partially
No
11. Did you feel pressured to choose a “typical” profes-

sion for your gender?
Yes
No
Sometimes
12.  Do you think that gender stereotypes limit the 

choice of professional trajectory of young people?
Yes
No
Hard to answer
13. What is the main motive for you when choosing 

your future profession?
High wages
Personal interest in the activity
Prestige of the profession
Parents’ advice
Career opportunities
14. How important is it for you that your future profes-

sion matches your abilities and talents?
Very important
Important
Not very important
Does not matter
15. Does the possibility of self-realisation affect your 

choice of profession?
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Yes, it is crucial
Yes, but partially
No
Hard to say
The survey was organised in two stages and conducted 

separately among 11th grade boys and girls at the begin-
ning and end of the school year using the same question-
naire. At the first stage (September), an initial survey was 
conducted of professional intentions, the influence of fam-
ily, school, peers, and social environment, and the level of 
perception of gender stereotypes in the two gender groups. 
At the second stage (May), the same questions were re-ap-
plied to identify changes in professional orientations and 
the degree of influence of socio-cultural factors. A compar-
ative analysis of the results of both measurements allowed 
tracing the dynamics of gender differences in students’ pro-
fessional self-determination during the school year. Data 
processing was carried out by grouping responses into con-
tent blocks and quantifying them as a percentage without 
interpretation at the primary processing stage. Responses 
were evaluated using the percentage analysis method, 
where each response option was translated as a percentage 
of the total number of respondents separately for boys and 
girls at two stages of the study. The results were interpret-
ed as follows: 0-20% – low level of occurrence or influence; 
21-40%  – moderate level; 41-60%  – medium/significant 
level; 61-80% – high level of influence; 81-100% – very 
high, dominant level. Comparison of indicators between 
boys and girls at each stage of the study was carried out 
using the non-parametric Mann-Whitney U-test, which was 
used as a tool for analysing differences between independ-
ent samples. Comparison of results between the beginning 
and end of the academic year within the same group of re-
spondents was carried out using the Wilcoxon signed-rank 
test, which determined statistically significant changes in 
the levels of manifestation of gender stereotypes and moti-
vational characteristics of professional choice.

A factor analysis of the social determinants of gender 
stereotypes in the professional choice of students was car-
ried out based on the results of a survey of grades 11, previ-
ously encoded in numerical variables on a scale of intensity 
of manifestation from 1 to 3. To identify the latent data 
structure, the Principal Component Analysis method was 
used, followed by Varimax rotation to clarify factor loads 
and improve the interpretability of the results. The number 
of factors was determined by the criterion of Eigenvalue 
>1, which allowed identifying the main social factors of 
influence (family, educational, social and communication, 
normative, and imaginary). The questionnaire questions 
were grouped according to the criteria of family influence, 
school environment, peer influence, gender attitudes, and 
professional intentions, the answer options were encoded 
on an ordinal intensity scale from 1 to 3, and the results of 
the two stages of the survey were compared to analyse the 
dynamics of changes in respondents’ responses. The aver-
age ranks were calculated separately for each comparison 
group, after which the Mann-Whitney U-test was applied 

with the calculation of the Z-value to determine the statis-
tical significance of differences between the samples.

The comparative interpretation method was used at 
the final stage of the study and provided for comparing 
the motivational attitudes of boys and girls, and analys-
ing the role of school in overcoming gender stereotypes 
in professional self-determination. Within the framework 
of this stage, a generalising interpretation of the obtained 
data and the development of logical generalisations on the 
areas of improving career guidance work in educational in-
stitutions of Uzbekistan were carried out. Limitations of the 
study were related to sample selectivity, since the survey 
only covered students from individual schools, which may 
affect the generalisability of the results. 

 RESULTS
Gender stereotypes in the choice of professions remain 
a stable social phenomenon, which is confirmed by data 
from international organisations and large-scale empiri-
cal studies. They manifest themselves in the uneven rep-
resentation of men and women in different professional 
fields, primarily in STEM areas. According to the World 
Economic Forum’s Global Gender Gap Report 2024, wom-
en make up about 28.2% of employees in the STEM sec-
tor, while in non-STEM areas their share is higher, about 
47.3%, which indicates persistent professional segregation 
(World Economic Forum, 2024). In addition, the same re-
port highlights that the gender gap increases at higher ca-
reer levels: the proportion of women in STEM leadership 
positions is approximately 12-17%, while in non-STEM 
industries it is higher, which confirms the so-called “drop 
to the top” effect, when women gradually drop out of the 
career hierarchy.

The OECD (PISA-based analysis of career expecta-
tions) (OECD, 2025) gender differences are formed as ear-
ly as the age of 15. On average, in OECD countries, only 
10-15% of girls expect to choose STEM professions, while 
among boys, this figure is about 15-25%, depending on the 
country and sub-sector. Girls’ particularly low interest is 
observed in the IT sector (Information Technology), where 
their share in professional expectations is several times less 
(OECD, 2025). The OECD also notes that even among stu-
dents with high (approximately 600+ points) scores in 
mathematics and science, the gender gap in professional 
intentions persists, indicating the influence not only of ac-
ademic abilities, but also of social expectations and ste-
reotypes. This phenomenon is explained by the fact that 
professional decisions are formed under the influence of 
family, school, and media, which consolidate the idea of 
“male” and “female” professions. For example, UNESCO’s 
report on gender equality in education also highlights 
that women make up approximately 35% of STEM grad-
uates worldwide, and this figure has remained virtually 
unchanged in recent years  (2020-2025) (UNESCO, n.d.). 
The organisation emphasises that early socialisation and 
the educational environment are factors in the develop-
ment of stereotypes, where girls are more likely to receive 
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signals about the “complexity” or “atypical” technical pro-
fessions for women. 

Gender stereotypes have a pronounced psychologi-
cal dimension and influence educational and profession-
al elections even in countries with a high level of gen-
der equality. In particular, the study by R.E.  O’Dea  et 
al.  (2018), published in the journal Nature Communica-
tions, analysed data from a large number of countries (in 
particular, the Nordic countries, Western Europe, North 
America, and East Asia, including Finland, Norway, Swe-
den, the Netherlands, Canada, etc.) that are characterised 
by high rates of gender equality. The researchers found 
that even with equal access to education and high aca-
demic achievements of girls in mathematics and natural 
sciences, there is still a gender gap in the choice of STEM 
specialities. This phenomenon is explained not so much by 
differences in academic abilities or educational opportu-
nities, but by the influence of social expectations, cultural 
norms, and stereotyped ideas about “male” and “female” 

professional roles formed at the level of the family, school 
and society as a whole. Thus, international studies show 
that gender stereotypes in the choice of professions are 
systemic in nature and manifest themselves at all levels of 
the educational and professional trajectory. They influence 
the development of professional expectations in school, 
determine educational choices, and reproduce gender seg-
regation in the labour market, especially in STEM, which 
requires targeted educational and policy interventions to 
overcome them. Gender stereotypes influence the choice 
of profession, as they form individual ideas about “accept-
able” and “unacceptable” professional roles for women 
and men even at the stage of childhood and school edu-
cation. Under the influence of social expectations, young 
people choose educational and professional trajectories 
that meet traditional gender norms, which contributes to 
maintaining professional segregation in the labour market. 
The results and associated risks of professional choice are 
summarised in Table 1.

Table 1. Influence of gender stereotypes on career choice

Source: compiled by the author based on Survation (2019)

Indicator Percentage 
(%) Risks in choosing a profession

Faced with gender stereotypes  
in childhood 46 Early formation of narrow-minded views on “acceptable” and “inappropriate” 

professions for women and men; a reduction in career aspirations whilst still at school
Have not encountered gender 

stereotypes 44 Higher probability of free professional self-determination and choice  
of atypical (in particular STEM) areas

Do not know/not sure 11 Poor awareness of the influence of the social environment on professional choice, 
the risk of uncritical reproduction of stereotypes

Stereotypes negatively affected 
career choices 51 Rejection of STEM and highly profitable professions, underestimation  

of professional expectations, restriction of career mobility
Stereotypes negatively affected  
the choice of school subjects 48 Cutting off key educational trajectories (mathematics, physics, IT),  

which further restricts access to technical and scientific professions
Stereotypes have negatively affected 

family roles 47 Consolidation of the traditional division of labour that affects the choice  
of “gender-typical” professions (care, education vs engineering, technology)

Stereotypes have negatively affected 
personal relationships 44 Development of social expectations that indirectly limit professional decisions 

due to environmental pressure
Stereotypes have influenced 
perceptions of gender roles 45 Interiorisation of gender norms defining “suitable” and “unsuitable” professions

Stereotypes negatively affect the 
perception of gender roles in society 50 Supporting occupational segregation of the labour market  

and maintaining unequal access to STEM
Stereotypes influence the choice  

of subjects in school 45 Limiting the academic profile, reducing the chances of admission to technical  
and natural specialities

Stereotypes influence young people’s 
career choices 46 Early elimination of career options, the development of narrow career paths

Stereotypes affect child care 47 Strengthening the gender division of labour, which affects the choice  
of less prestigious or flexible professions

Support for government measures 
against stereotypes 46 Potential reduction of barriers to access to equal educational  

and professional opportunities
Do not support government 

measures 19 Maintaining structural gender barriers in professional self-determination

Neutral/undecided 35 Lack of public pressure to change stereotypes, which slows down gender equality 
in professions

The analysis of the results showed that gender stere-
otypes are one of the socio-cultural factors in the devel-
opment of educational and professional trajectories. Their 
influence goes beyond the direct choice of profession and 
covers the system of values, life priorities, and social expec-
tations that determine the process of professional self-de-
termination. As a result, professional choice is often made 
not only in accordance with the interests, abilities and  

potential of the individual, but also under the influence of 
socially fixed ideas about gender roles.

The data also indicate the need to strengthen measures 
aimed at creating a gender-neutral educational environ-
ment and expanding opportunities for professional choice 
regardless of gender. Overcoming stereotypes at the stage 
of school education can contribute to more reasonable pro-
fessional self-determination of young people, increase the 
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availability of various educational areas, and reduce the 
manifestations of gender segregation in the labour market. 

Table 2 shows the results of a survey at the beginning of 
the school year among the 11th grade students.

Questions/possible answers Boys 
(%)

Girls 
(%)

1. Have you ever encountered statements about “male/female” professions?
Yes, often 38 45
Sometimes 42 40

No 20 15
2. Who most often expressed such stereotypical statements?

Parents / family 30 35
Teachers 18 20

Peers 22 18
Mass media 15 12

Social networks 10 10
Not encountered 5 5

3. Did family advice affect your perception of “female” and “male” professions?
Yes, to a large extent 35 40

Partially 45 42
No 20 18

4. Did the school discuss gender roles in choosing a profession?
Yes, regularly 18 22

Sometimes 40 38
No 42 40

5. Did you feel different attitudes of teachers towards boys and girls in your choice of subjects  
(for example, mathematics or literature)?

Yes 32 36
No 40 38

I did not pay attention 28 26
6. Were you encouraged at school to choose STEM subjects regardless of gender?

Yes 30 28
Partially 40 42

No 30 30
7. Do social media influence your ideas about “male” and “female” professions?

Yes, strongly 28 35
Partially 42 40

No 30 25
8. Do you agree with the statement that society creates different expectations about professions for boys and girls?

Completely agree 35 40
Partially agree 40 38

Disagree 25 22
9. Do you think that fathers are more supportive of their sons in technical professions and their daughters in humanities?

Yes 40 45
No 35 30

Hard to say 25 25
10. Do peer opinions influence your choice of profession based on gender perceptions?

Yes 32 38
Partially 40 40

No 28 22
11. Did you feel pressured to choose a “typical” profession for your gender?

Yes 30 42
No 35 28

Sometimes 35 30
12. Do you think that gender stereotypes limit the choice of professional trajectory of young people?

Yes 45 50
No 20 18

Hard to answer 35 32
13. What is the main motive for you when choosing your future profession?

High wages 32 28
Personal interest in the activity 30 38

Prestige of the profession 12 10

Table 2. Results of a survey at the beginning of the school year among the 11th grade students
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 Based on the results of the analysis at the beginning 
of the school year, it was found that students were under 
the systemic influence of gender stereotypes regarding 
professional choice, which were integrated into the dai-
ly social and educational environment. The most signifi-
cant source of forming such ideas was the family, while 
the school environment and the media space played an 
additional, but less decisive role. In most cases, it was 
the family guidelines that set the primary guidelines for 
“typical” male and female professions, which was gradu-
ally fixed in the individual professional ideas of students. 
School practice was characterised by the episodic nature 
of discussing gender roles without systematic career guid-
ance, which limited the possibilities of critical rethinking 
of stereotypes. Additionally, social pressure was recorded 
to choose professions that meet traditional gender expec-
tations, which contributed to the consolidation of ideas 

about unequal support for various educational and career 
areas. Together, these factors established a stable system 
of stereotypical attitudes at the start of the school year, 
which even then significantly influenced the education-
al and professional intentions of students and limited the 
range of their professional choices. Simultaneously, the 
results of the initial stage of the survey showed that the 
motivational structure of professional choice was already 
characterised by a combination of external and inter-
nal factors, where, along with the orientation to wages 
and social prestige, the significance of personal interest, 
abilities, and prospects for self-realisation was gradually 
traced, which indicates the presence of an internal mo-
tivational basis for professional self-determination even 
under the influence of stereotypical ideas. Table 3 shows 
the results of a survey at the end of the school year among 
the 11th grade students.

Questions/possible answers Boys 
(%)

Girls 
(%)

Parents’ advice 10 12
Career opportunities 16 12

14. How important is it for you that your future profession matches your abilities and talents?
Very important 48 55

Important 32 28
Not very important 12 10

Does not matter 8 7
15. Does the possibility of self-realisation affect your choice of profession?

Yes, it is crucial 40 45
Yes, but partially 35 38

No 15 10
Hard to say 10 7

Table 2. Continued

Source: compiled by the author based on the survey conducted

Questions/possible answers Boys 
(%)

Girls 
(%)

1. Have you ever encountered statements about “male/female” professions?
Yes, often 45 60
Sometimes 35 30

No 20 10
2. Who made such statements most often?

Parents/family 35 40
Teachers 20 22

Peers 20 18
Mass media 15 12

Social networks 10 6
Not encountered 0 2

3. Did family advice affect your perception of “female” and “male” professions?
Yes, to a large extent 40 50

Partially 40 38
No 20 12

4. Did the school discuss gender roles in choosing a profession?
Yes, regularly 22 28

Sometimes 40 42
No 38 30

5. Did you feel different attitudes of teachers towards boys and girls in your choice of subjects  
(for example, mathematics or literature)?

Yes 38 45

Table 3. Results of a survey at the end of the school year among the 11th grade students
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At the end of the school year, there was an increase 
in manifestations and awareness of gender stereotypes in 
the professional choice of students, which was reflected 
in the increase in the frequency of contacts with stere-
otypical statements and the expansion of their sources 
in the social environment, primarily at the expense of 
family, peers, educational environment, and social net-
works, while the influence of parental attitudes and dif-
ferentiated expectations regarding “female” and “male” 
professions increased, the share of students who felt 

pressure to choose a gender-typical career increased, 
and awareness of inequality of professional opportuni-
ties increased, which generally indicates a simultaneous 
increase in both the social influence of stereotypes and 
critical reflection on them in the process development of 
professional orientations. Additionally, it was established 
that the motivational aspects of professional choice grad-
ually shifted towards internal factors, in particular, the 
role of personal interest and the desire for self-realisation 
increased, while the influence of external determinants 

Table 3. Continued
Questions/possible answers Boys 

(%)
Girls 
(%)

No 35 30
I did not pay attention 27 25

6. Were you encouraged at school to choose STEM subjects regardless of gender?
Yes 32 30

Partially 40 42
No 28 28

7. Do social media influence your ideas about “male” and “female” professions?
Yes, strongly 35 45

Partially 40 38
No 25 17

8. Do you agree with the statement that society creates different expectations about professions for boys and girls?
Completely agree 40 48

Partially agree 38 37
Disagree 22 15

9. Do you think that fathers are more supportive of their sons in technical professions and their daughters in humanities?
Yes 45 55
No 30 25

Hard to say 25 20
10. Do peer opinions influence your choice of profession based on gender perceptions?

Yes 38 45
Partially 40 38

No 22 17
11. Did you feel pressured to choose a “typical” profession for your gender?

Yes 40 55
No 30 20

Sometimes 30 25
12. Do you think that gender stereotypes limit the choice of professional trajectory of young people?

Yes 50 60
No 18 12

Hard to answer 32 28
13. What is the main motive for you when choosing your future profession?

High wages 28 22
Personal interest in the activity 35 45

Prestige of the profession 10 8
Parents’ advice 12 10

Career opportunities 15 15
14. How important is it for you that your future profession matches your abilities and talents?

Very important 55 62
Important 30 25

Not very important 10 8
Does not matter 5 5

15. Does the possibility of self-realisation affect your choice of profession?
Yes, it is crucial 48 55
Yes, but partially 32 30

No 12 10
Hard to say 8 5

Source: compiled by the author based on the conducted research
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(family advice, social prestige) acquired a more indirect 
character. Table 4 presents the results of a comparative 

statistical analysis of gender differences between boys 
and girls.

Indicator Comparison groups N (Boys/girls) Average rank  
for boys

Average rank  
for girls U Z p

Overall level  
of gender stereotypes

Boys vs girls 
(beginning/end) 50/50 46.3 54.7 165.4 -2.91 p < 0.01

Family influence Boys vs girls 
(beginning/end) 50/50 47.8 53.2 178.2 -2.34 p < 0.05

School influence Boys vs girls 
(beginning/end) 50/50 48.5 52.5 190.6 -2.11 p < 0.05

Peer influence Boys vs girls 
(beginning/end) 50/50 49.2 51.8 172.8 -2.27 p < 0.05

Pressure of a gender-
specific profession

Boys vs girls 
(beginning/end) 50/50 44.6 56.4 150.3 -3.05 p < 0.01

Table 5. Dynamics of changes in indicators according to the Wilcoxon criterion

Table 4. Comparative analysis of gender differences by criteria

Source: compiled by the author based on own research

Source: compiled by the author based on the survey conducted

The most pronounced differences were recorded in 
the pressure indicator of the gender-typical profession 
(U = 150.3; p < 0.01), and in the overall level of gen-
der stereotypes (U = 165.4; p < 0.01), which indicates 
a different intensity of perception of social expectations 
in the two groups. The influence of family, school, and 
peers also showed statistically significant differences 
(p < 0.05), which confirms the systemic nature of so-
cial development of professional orientations. Within 
the framework of the presented analysis, the results of 
only intergroup comparison (boys vs girls) performed 

using the Mann-Whitney U-test were presented, which 
allowed identifying statistical gender differences for all 
the studied indicators (p < 0.05-0.01). The results show 
that gender stereotypes remain a stable factor in influ-
encing the choice of professional trajectory and have 
different effects on boys and girls in the process of their 
educational development. The comparison of changes in 
indicators between the beginning and end of the school 
year was carried out separately using the Wilcoxon 
signed-rank test for dependent samples, the results are 
presented in Table 5.

Indicator N Average before Average after Z p
General level of stereotypes 100 41.2 47.6 -2.89 p < 0.01

Family influence 100 38.5 44.8 -2.41 p < 0.05
School influence 100 36.9 42.3 -2.12 p < 0.05
Peer influence 100 39.4 45.1 -2.33 p < 0.05

Pressure of the gender profession 100 37.8 46.9 -3.07 p < 0.01

The comparison of changes in indicators between 
the beginning and end of the school year was carried 
out separately using the Wilcoxon signed-rank test. The 
results of the analysis showed statistically significant 
changes in all the main indicators: the general level of 
gender stereotypes (Z = -2.89; p < 0.01), family influ-
ence (Z = -2.41; p < 0.05), school influence (Z = -2.12; 

p  <  0.05), peer influence (Z  =  -2.33; p  <  0.05), and 
the level of pressure of the gender-typical profession 
(Z = -3.07; p < 0.01), which indicates the presence of 
reliable dynamics changes within the study sample. 
Table 6 presents the results of a factor analysis of the 
social determinants of gender stereotypes in students’ 
professional choice.

Factor Indicators (survey variables) Factor 
loads Eigenvalue Percentage of 

variance (%)
Reliability 

(Cronbach α) Interpretation

Family and 
normative 
influence

family advice on the profession; 
support for “typical” professions; 

parental expectations 
(paragraphs 3, 9  

of the questionnaire)

0.74-0.86 3.42 28.5 0.84

Dominant factor 
in the formation of 

primary professional 
attitudes through family 

socialisation

Educational and 
pedagogical 

influence

teacher attitudes; promotion of 
STEM; discussion of gender roles 

in school (p.4, p.5, p.6)
0.69-0.82 2.61 21.7 0.81

Development or 
correction of gender 
perceptions in the 

learning environment

Table 6. Results of factor analysis of social determinants of gender stereotypes in students’ professional choice
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The results of factor analysis showed that the struc-
ture of the influence of gender stereotypes in students’ 
professional choice is determined by five main factors, 
among which family and normative influence dominates 
(Eigenvalue = 3.42; 28.5%; α = 0.84), which reflects the 
leading role of the family in the development of primary 
professional attitudes. The second most important factor 
is the educational and pedagogical factor (2.61; 21.7%; 
α = 0.81), which characterises the influence of the school 
environment and pedagogical practices on the consolida-
tion or correction of gender representations. Social and 
communication influence (2.18; 18.4%; α = 0.79) demon-
strates the role of social networks, media, and peers in 
broadcasting stereotypical behaviours, while regulatory 
and institutional pressure (1.95; 16.2%; α = 0.83) reflects 
the interiorisation of social expectations and professional 
constraints. The residual factor (1.02; 9.6%; α = 0.71) in-
dicates the presence of individual differences in the percep-
tion of gender stereotypes and the variability of students’ 
responses. In general, the results obtained confirm the sys-
temic nature of the influence of the social environment on 
the professional orientations of young people.

Analysis of the results of the study showed that moti-
vational differences between boys and girls are pronounced 
and reflect the different influence of the social environ-
ment on professional self-determination. Among boys, the 
focus on technical and economic areas prevails (52-58%), 
while girls are more likely to choose social, pedagogical, 
and medical specialities (49-55%). Interest in STEM areas 
also differs: for boys, it is 28-35%, for girls 18-24%, which 
confirms the preservation of gender asymmetry in profes-
sional intentions. The development of such differences is 
influenced by family attitudes (45-50%), the school envi-
ronment (38-42%) and social networks (35-45%), which 
reproduce individual ideas about “traditional” male and 
female professional roles.

Improving career guidance in schools in Uzbekistan re-
quires a comprehensive approach aimed at creating equal 
professional opportunities regardless of gender. It is neces-
sary to systematically introduce a gender-neutral approach 
to informing students about the professional world, where 
all areas are presented without dividing into “male” or “fe-
male”. An important role is played by expanding the prac-
tical component of career guidance through meetings with 

representatives of various professions, career consulta-
tions, master classes, and interactive classes that allow de-
stroying stereotypical ideas through real experience. Spe-
cial attention should be paid to preparing teachers to work 
with gender-sensitive approaches, since it is the teacher 
who largely forms the educational guidelines of students. 
It is also advisable to actively use digital resources and me-
dia tools to demonstrate various professional behaviours, 
which will help to expand students’ understanding of pos-
sible career trajectories and reduce the influence of stereo-
types on their choice.

It is advisable to implement the results of the study 
in school practice through a systematic modernisation of 
career guidance work, considering gender sensitivity. First 
of all, schools should integrate elements of a gender-neu-
tral approach into academic subjects and extracurricular 
activities, ensuring an equal representation of professions 
without dividing into “male” and “female”. An important 
area is the organisation of regular career guidance meet-
ings with representatives of various fields of activity, in 
particular STEM, humanities, and social professions, which 
allows students to form realistic ideas about career oppor-
tunities. It is advisable to conduct trainings and workshops 
for teachers to recognise and overcome gender stereotypes 
in the educational process, since pedagogical attitudes di-
rectly affect the choice of students. Schools should also use 
digital career guidance platforms, interactive tests, and on-
line resources to expand access to information about pro-
fessions and reduce the influence of social stereotypes. An 
effective tool is the creation of school projects and career 
development clubs, where students can practically explore 
various professional areas. Additionally, it is necessary to 
involve parents in career guidance activities to reduce the 
influence of family stereotypes and create a coordinated 
environment to support professional choice.

 DISCUSSION
The choice of professional trajectory in the education sys-
tem was determined by a combination of individual, social, 
and institutional factors, and gender remained one of the 
factors influencing educational and professional decisions. 
Professional intentions were formed not only under the 
influence of personal interests, but also depending on the 
expectations of the educational environment, social norms, 

Factor Indicators (survey variables) Factor 
loads Eigenvalue Percentage of 

variance (%)
Reliability 

(Cronbach α) Interpretation

Social and 
communication 

influence

social network influence; mass 
media influence; peer influence 

(p.7, p.10)
0.71-0.83 2.18 18.4 0.79

Broadcasting 
stereotypes through 
digital and group 
communications

Regulatory and 
institutional 

pressure

pressure of a “typical profession”; 
public expectations; restriction  

of choice (P.8, p.11, p.12)
0.73-0.88 1.95 16.2 0.83

Interiorisation of social 
norms and gender 

expectations
 Residual factor 

(individual 
variability)

vague answers, “hard to say”, 
“partially” 0.41-0.58 1.02 9.6 0.71

Individual differences  
in the perception  

of stereotypes

Table 6. Continued

Source: compiled by the author based on own research



Gender features of choosing a professional trajectory...

70 Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

and available opportunities for professional development. 
The results obtained are consistent with the conclusions of 
B. Belfi et al. (2024), who showed that educational experi-
ence and social background influence further professional 
trajectories of graduates. The established patterns confirm 
that the educational environment creates prerequisites for 
further professional self-determination and career choice. 
Gender stereotypes in professional choice are systemic 
in nature and are formed under the influence of family, 
school, and social environment. They consolidate the idea 
of “male” and “female” professions even at the stage of 
school education. The results are consistent with the pro-
visions of M. Danckers et al. (2024), who characterised the 
educational path of representatives of gender and sexual 
minorities in medical education. The inclusivity of the ed-
ucational environment affects confidence in professional 
choice and further career intentions.

A sense of support and acceptance in the education-
al environment is an important psychological resource 
that contributes to the development of more conscious 
professional intentions and increased readiness for long-
term career development. Simultaneously, approximate-
ly 51% of respondents noted the negative influence of 
gender stereotypes on their own choice of professional 
trajectory, which is most often manifested in the rejec-
tion of STEM-directions and highly profitable professions 
in favour of socially “expected” educational and career 
models. The results obtained are consistent with the con-
clusions of U. Izzati et al. (2023), who established the re-
lationship between socio-demographic characteristics and 
the level of professional well-being of teachers, emphasis-
ing the importance of the social environment in the de-
velopment of satisfaction with professional activities. The 
identified patterns suggest that the influence of gender 
stereotypes is not limited to the stage of primary profes-
sional choice, but has a long-term effect, indirectly deter-
mining further professional adaptation, career stability, 
and the level of professional satisfaction. The results cor-
relate with data by M. Garai-Fodor et al. (2023), who es-
tablished differences in the professional priority systems 
of different groups of employees. It was confirmed that 
the criteria for choosing a profession differ depending on 
gender, and expectations for future work. More than 48% 
of students indicated the influence of stereotypes on the 
choice of school subjects. This limits further educational 
opportunities and professional trajectories. The identified 
trends are consistent with the findings of D.R.  Galos & 
S. Strauss (2023), who showed an increase in the role of 
material motivation among women who choose areas of 
training that are not typical for their gender. 

The family is one of the main sources of gender per-
ceptions, which was confirmed by indicators up to 50%. It 
is parental expectations that often determine the primary 
professional guidelines. The results correlate with data of 
S.  Hoidn & V.  Št,astný  (2021), who examined the rela-
tionship between vocational education and performance 
in the labour market. Perceptions of future employment 

and professional prospects influence the choice of educa-
tional trajectory regardless of gender identity. The results 
obtained are consistent with the conclusions of E. Myint 
& R.  Robnett  (2024), who established a link between 
academic motivation, academic identity, and the desire 
for a STEM career. The identified features confirm that 
gender differences in professional intentions are partly 
explained by the level of educational motivation and per-
ception of own competencies. Social networks and peers 
also have a significant influence on the development of 
professional ideas (35-45%). They reinforce or translate 
existing stereotypical patterns. The results are consistent 
with the study by A. Peng et al. (2021), who revealed the 
spread of gender stereotypes about women’s professional 
activities. The identified patterns confirmed that social 
perceptions continue to influence professional self-deter-
mination and career opportunity assessment. The data 
obtained are consistent with conclusions of M.  Ryan & 
T.  Morgenroth  (2024), who emphasised the role of the 
environment in shaping women’s career trajectories. The 
established results confirmed that professional choice de-
pends not only on personal characteristics, but also on 
the conditions in which professional self-determination is 
carried out. The results are consistent with the data of 
M. Khan et al. (2024), who examined barriers to women’s 
career advancement in higher education institutions. The 
identified trends have shown that ideas about future pro-
fessional prospects are formed under the influence of the 
perception of career development opportunities. Aware-
ness of existing limitations or opportunities for profession-
al growth affected the choice of educational direction and 
further career intentions. The results obtained are also in-
dicated in the conclusions of V. Lau et al. (2022), who ex-
amined mechanisms for gender equality in the profession-
al sphere. The identified patterns confirmed the need to 
create educational conditions that can expand the range 
of professional choices for applicants for education. This 
correlates with the data of J. Sperling et al. (2024), who 
demonstrated the influence of educational programmes 
on the professional self-esteem of engineering students. 
Development of self-confidence helps to overcome gender 
constraints during professional choices. The results ob-
tained were highlighted by D. Tokbaeva & L. Achtenha-
gen (2021), who described the professional sustainability 
of women in the IT field. Gender barriers do not always 
become an obstacle to professional self-realisation if there 
is sufficient motivation and support.

The willingness to overcome difficulties and adapt 
to the requirements of the professional environment is 
an important factor in expanding professional choice and 
propensity for non-traditional educational and career 
trajectories. Approximately 45-47% of respondents not-
ed that gender stereotypes significantly affect their ideas 
about the social roles of men and women, which, in turn, 
supports the reproduction of the traditional distribution 
of professions between genders and restricts the choice 
of STEM directions for certain groups of students. The 
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results obtained are consistent with the conclusions of 
D. Young et al. (2022), who found that expectations about 
professional work-life balance significantly affect profes-
sional orientation and level of engagement in the IT in-
dustry, especially among young professionals of different 
gender groups. In addition, the identified trends corre-
late with the findings of A. Vansoeterstede et al. (2022), 
who proved that the level of emotional exhaustion and 
psychological stress is directly related to confidence in 
professional choices and willingness to make difficult 
career decisions. Taken together, this suggests that psy-
chological stability and a subjective sense of well-being 
are indirect but significant determinants of professional 
self-determination of young people. This data was ob-
tained by S. Verdugo-Castro et al. (2023), who identified 
the factors of the gender gap in the STEM sector. The 
identified features confirmed that stereotypical percep-
tions and limited representation of women in certain in-
dustries continue to influence the professional intentions 
of applicants for education. About half of the respondents 
(50%) agreed that society forms different expectations for 
boys and girls. This confirms the sustainability of gender 
norms in the minds of young people. This is consistent 
with the conclusions of J. Weinstein  et al.  (2021), who 
examined the gender characteristics of educational lead-
ership. Professional orientations are formed under the 
influence of existing examples of career implementation 
of representatives of different genders. The results are 
consistent with data of C.  Xu  et al.  (2023), who exam-
ined gender differences when choosing a university spe-
ciality. The results obtained confirmed that professional 
decisions are made under the influence of a complex of 
factors, among which academic interests, social expecta-
tions, and ideas about the future career occupy a leading 
place. Thus, the results showed that the choice of pro-
fessional trajectory was determined by a combination of 
personal, social, and educational factors, among which 
gender remained one of the influential factors. The data 
obtained confirmed that the development of professional 
intentions was influenced by motivation, the educational 
environment, social expectations, and ideas about future 
opportunities for professional implementation.

 CONCLUSIONS
The analysis of the results showed that gender stereo-
types in the choice of profession are stable and systemic 
in nature and are manifested in an uneven distribution 
of professional interests between boys and girls, espe-
cially in technical and natural areas. In the process of 
professional self-determination, there is an early de-
velopment of gender differentiated expectations, which 
limits the range of educational and career choices and 
contributes to the consolidation of traditional ideas 
about “male” and “female” professions. The influence 
of the family, school, and social environment acts as a 
mechanism for reproducing these attitudes, determin-
ing educational trajectories even at the stage of school 

education. An analysis of the results showed that 46% 
of respondents encountered gender stereotypes in child-
hood, which is associated with the early development of 
limited professional ideas, while 51% noted the negative 
influence of stereotypes on career choices, including re-
jection of STEM and highly profitable areas. About 48% 
of students indicated the influence of stereotypes on the 
choice of school subjects, and 45-47% – on their role in 
shaping ideas about gender roles, family responsibilities, 
and professional expectations. Half of the respondents 
(50%) noted a negative influence on public perception 
of gender roles, which supports professional segregation, 
while 46% supported the need for government measures 
against stereotypes. In general, the results confirm the 
systemic influence of gender attitudes on the educational 
and professional choice of young people.

The results of the study showed an increase in the in-
fluence of gender stereotypes during the school year: the 
proportion of students who often encountered them in-
creased to 45% among boys and 60% among girls, and the 
rate of absence of such cases decreased to 20% and 10%. 
Simultaneously, the influence of the family has increased 
to 40-50%, social networks to 35-45%, and the pressure of 
the “typical profession” to 40-55%, which increases exter-
nal restrictions on professional choice. Statistical analysis 
confirmed the presence of significant gender differences, 
especially in terms of social pressure (p < 0.01), which is 
more pronounced in girls. Factor analysis showed the lead-
ing role of family influence (28.5%) and the educational 
environment (21.7%), which together form the main pro-
fessional attitudes. The obtained data indicate the systemic 
nature of the influence of social factors on the professional 
orientations of young people.

It is important to develop practice-oriented forms 
of work, in particular, meetings with specialists in vari-
ous industries, career guidance consultations, and mas-
ter classes that allow breaking down stereotypes through 
real experience. It is also advisable to increase the level 
of training of teachers in the field of gender sensitivity 
and use digital resources to expand access to information 
about professions. Additionally, it is necessary to involve 
parents in career guidance work to reduce the influence 
of family stereotypes and ensure equal conditions for stu-
dents’ professional self-determination. The prospects for 
further research are to expand the sample, compare re-
gional characteristics and in-depth study of the mecha-
nisms of influence of gender stereotypes on professional 
self-determination of young people.
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Билим берүү системасында кесиптик траекторияны 
тандоонун гендердик өзгөчөлүктөрү
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Аннотация. Изилдөөнүн максаты окуучулардын кесиптик өз алдынча аныкталуусуна гендердик стереотиптердин 
тийгизген таасирин аныктоо болуп саналат. Изилдөөнүн методологиясы статистикалык талдоону, Ташкент 
шаарындагы төрт мектептин (№  110, №  17, №  81 жана №  145 мектептеринин) 11-класстарынын 100 
окуучусунун катышуусунда жүргүзүлгөн сурамжылоону, фактордук талдоону, ошондой эле салыштырма жана 
интерпретациялык ыкмаларды камтыды. Кесип тандоодогу гендердик стереотиптер үй-бүлөнүн, билим берүү 
чөйрөсүнүн жана коомдук нормалардын таасири астында калыптанган, жаштардын кыздар жана балдар үчүн 
“ылайыктуу” деп эсептелген кесиптик ролдор тууралуу түшүнүктөрүн аныктаган туруктуу социалдык көз 
караштар катары каралды. Бул стереотиптер мектепте билим алуу мезгилинде бекемделип, билим берүү жана 
кесиптик ниеттердин түзүлүшүнө таасир этүү менен кесип тандоонун ар түрдүүлүгүн чектейт. Статистикалык 
маалыматтар көрсөткөндөй, окуучулардын 46  % гендердик стереотиптерге бала кезинен эле туш болушкан, 
ал эми 51 % алардын келечектеги кесипти тандоого, айрыкча STEM багыттарынан баш тартууга терс таасирин 
белгилешкен. Респонденттердин болжол менен 48 % стереотиптердин мектеп предметтерин тандоого таасирин 
көрсөтүшкөн, ал эми 45-47 % алардын гендердик ролдор жана үй-бүлөлүк милдеттер жөнүндө түшүнүктөрдүн 
калыптанышындагы ролун белгилешкен. Сурамжылоого катышкандардын 50  % стереотиптер кесиптерди 
коомдук кабыл алууга таасир этерин белгилешсе, 46 %ы стереотиптерди жеңүү боюнча мамлекеттик саясатты 
жана билим берүү демилгелерин андан ары өнүктүрүүнү колдошкон. Изилдөөнүн жыйынтыктары ошондой 
эле үй-бүлөнүн таасири 40-50 % чейин, социалдык тармактардын таасири 35-45 % чейин жана “типтүү кесип” 
тууралуу түшүнүктөрдүн басымы 40-55  % чейин күчөгөнүн көрсөттү. Бул көрүнүш өзгөчө кыздардын кесип 
тандоо мүмкүнчүлүктөрүн чектейт. Ушуга байланыштуу кесиптик багыт берүү иштери гендердик жактан 
бейтарап билим берүү чөйрөсүн түзүүгө, ар түрдүү кесиптик траекторияларды көрсөтүү аркылуу системалуу 
профориентациялык иш-чараларды уюштурууга жана ар кандай тармактардын адистерин тартууга багытталышы 
керек. Изилдөөнүн практикалык мааниси анын жыйынтыктарын жалпы орто билим берүү мекемелеринин 
администрациялары, мектеп психологдору жана мугалимдер окуучулар менен жүргүзүлүүчү кесиптик багыт 
берүү иштерин өркүндөтүүдө пайдалана алышында турат

Негизги сөздөр: академиялык жөндөмдүүлүк; жекече түшүнүктөр; кесиптик багыт берүү; үй-бүлөнүн 
таасири; социалдык тармактар
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Гендерные особенности выбора профессиональной 
траектории в системе образования
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Аннотация. Цель исследования заключалась в выявлении влияния гендерных стереотипов на профессиональное 
самоопределение учащихся. Методология исследования включала статистический анализ, анкетный опрос с 
участием 100 учащихся 11-х классов четырех школ города Ташкента (школы № 110, № 17, № 81 и № 145), 
факторный анализ, а также сравнительный и интерпретационный методы. Гендерные стереотипы при 
выборе профессии рассматривались как устойчивые социальные установки, формирующиеся под влиянием 
семьи, образовательной среды и социальных норм, определяющих представления молодежи о «приемлемых» 
профессиональных ролях для юношей и девушек. Эти установки закрепляются еще на этапе школьного 
образования и могут оказывать влияние на структуру образовательных и профессиональных намерений, 
ограничивая вариативность профессионального выбора. Статистические данные показали, что 46 % учащихся 
сталкивались с гендерными стереотипами еще в детстве, а 51 % отметили их негативное влияние на выбор 
будущей профессии, в частности, отказ от выбора направлений STEM. Около 48 % респондентов указали на 
влияние стереотипов при выборе школьных предметов, тогда как 45-47 % отметили их роль в формировании 
представлений о гендерных ролях и семейных обязанностях. Половина опрошенных (50 %) подчеркнула влияние 
стереотипов на общественное восприятие профессий, а 46 % высказались в поддержку дальнейшего развития 
государственной политики и образовательных инициатив, направленных на преодоление данных деструктивных 
установок. Результаты опроса также подтвердили усиление влияния семьи (до 40-50 %), социальных сетей (35-
45 %) и давления, связанного с представлениями о «типичных» профессиях (40-55 %), что особенно ограничивает 
профессиональный выбор девушек. В связи с этим направления профориентационной работы должны быть 
ориентированы на формирование гендерно-нейтральной образовательной среды, систематическое проведение 
профориентационных мероприятий с демонстрацией разнообразных профессиональных траекторий и 
привлечением специалистов различных отраслей. Практическая значимость исследования заключается в 
возможности использования его результатов администрациями общеобразовательных организаций, школьными 
психологами и педагогами для совершенствования системы профориентационной работы с обучающимися

Ключевые слова: академические способности; индивидуальные представления; профессиональная 
ориентация; влияние семьи; социальные сети
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Abstract. The relevance of the study is determined by the declining interest of schoolchildren in reading amid the 
digitalisation of society, the competition between visual and textual information, and the specific features of Kyrgyzstan’s 
multilingual and multicultural educational environment. The aim of the study was to identify current challenges in 
developing schoolchildren’s reading culture and to substantiate pedagogical guidelines for its development in the 
educational process. The study utilised an analytical method, a survey of 120 students in grades 7-9 in Bishkek, and 
pedagogical modelling methods: the development of a structural model of schoolchildren’s reading culture and a system 
of pedagogical guidelines aimed at developing it in a multilingual educational environment. It was established that the 
key challenges in Kyrgyzstan remain digitalisation, clip thinking, declining reading motivation, competition from visual 
content, and difficulties with reading in a multilingual environment. Survey results revealed that only 27% of students 
read regularly, while only 31% are able to comprehend the problems of the text. The study revealed the predominance 
of a functional-formal level of reading, with insufficient development of the value-based and reflective components. 
The pedagogical guidelines substantiated include the development of intrinsic reading motivation, work with complete 
literary texts, the formation of cross-cultural competence, and the use of analytical-interpretative reading. Comparative 
reading of works of Kyrgyz and world literature, text interpretation based on cultural context, and dialogic discussion 
were identified as effective mechanisms. The implementation of the proposed pedagogical guidelines contributed to the 
transition from the formal assimilation of information to meaningful reading and to the formation of a stable reading 
culture among schoolchildren in the multicultural educational environment of Kyrgyzstan. The practical significance of 
the study lay in the possibility of applying the developed guidelines and model of reading activity in lesson planning, 
curriculum development, and teacher professional development
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 INTRODUCTION
In the conditions of global socio-cultural changes and the 
digitalisation of education, the issue of forming a culture of 
reading among school pupils is becoming particularly rele-
vant. Today’s pupils operate in an information environment 
characterised by “clip-based” thinking, fragmented percep-
tion and the dominance of visual content, which leads to a 
decline in interest in thoughtful reading and has a negative 
impact on reading literacy and the overall intellectual and 
cultural development of the individual. In the system of 
school education of the Kyrgyz Republic, this problem is 

compounded by a number of factors, including a polylin-
gual educational environment, the gap between traditional 
and digital forms of reading, insufficiently developed mo-
tivation to read, and the absence of a comprehensive peda-
gogical strategy for fostering a culture of reading.

An analysis of the scientific and pedagogical literature 
has shown that issues of reading have been studied for a 
long time within the fields of philosophy, psychology and 
pedagogy. Contemporary research in the science of read-
ing views this phenomenon as a complex interdisciplinary  
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process involving cognitive, linguistic, cultural and social 
components. For example, A. Goodwin & R. Jiménez (2020) 
emphasised that an understanding of reading cannot be re-
duced solely to the acquisition of technical skills for decod-
ing text; rather, it is necessary to take into account a wide 
range of factors that determine the reader’s interaction with 
the text. This approach significantly broadens traditional 
conceptions of reading, highlighting its versatility and the 
importance of the sociocultural context. The multifaceted 
nature of reading as a complex sociocultural phenomenon 
is highlighted by N.  Lopatina  (2019), who regards read-
ing as a specific form of intellectual activity aimed at sat-
isfying the cognitive and worldview-related needs of the 
individual and contributing to the development of think-
ing, imagination and value orientations. At the same time, 
she interprets reading as a social institution that facilitates 
the transfer of knowledge, socialisation and enculturation 
within a historical and cultural context, which underscores 
its key role in forming the intellectual and spiritual po-
tential of society. According to this approach, Y. Melentye-
va (2022) notes that reading-as a phenomenon, a process 
and a form of activity-goes beyond mere interaction with a 
text, encompassing the author as the creator of content and 
the reader as an individual possessing certain psychophysi-
ological and personality characteristics. In this context, the 
reader is regarded by the researcher as a phenomenon on 
a civilisational scale, constituting one of the fundamental 
components of culture and education. Thus, contemporary 
researchers view reading as a complex cognitive, commu-
nicative and sociocultural process in which the author, the 
text and the reader interact. In this context, particular im-
portance is attached to the question of the reader’s role in 
constructing the meaning of a text.

Considering reading as a creative process logically 
raises the question of the reader’s role in constructing the 
meaning of a text. Today, research is paying increasing at-
tention to reader subjectivity, which implies the learner’s 
active participation in interpreting what they have read. 
For example, S.  Bist & B.  Kandel  (2024), in their study 
of the application of the “reader-response” approach to 
teaching English literature to university students in Ne-
pal, demonstrated that moving away from the traditional 
teacher-centred approach helps to foster the reader’s in-
dependence. The “reader-response” approach provides stu-
dents with the opportunity to interpret a text through the 
prism of their own experiences, cultural perceptions and 
values, transforming them from passive recipients of infor-
mation into active participants in the educational process. 
The results of the study demonstrate the positive impact of 
this approach on the development of critical thinking, mo-
tivation to read and the depth of understanding of literary 
works. Thus, the authors confirm that the meaning of a text 
is formed in the process of active interaction between the 
reader and the text.

The concept of the active reader is further developed 
in contemporary theories of reading literacy. For exam-
ple, G. Cervetti & P. Pearson (2023), drawing on the “four  

resources” model, view the reader not only as a subject 
who constructs meaning, but also as an active participant 
in social interaction with the text. The researchers propose 
the concept of the “textual actor”, which involves using 
the outcomes of reading to solve real-world social prob-
lems and transform the surrounding reality. In this model, 
the reader acts not only as an interpreter and critical an-
alyst of the text, but also as an agent capable of applying 
the knowledge gained to make decisions and participate 
in public life. The ideas of G. Cervetti & P. Pearson (2023) 
have important methodological significance for the study 
of reading culture, as they allow it to be viewed not only 
as a set of reading and text comprehension skills, but also 
as an individual’s ability to critically interpret informa-
tion, assess its relevance, and apply the outcomes of read-
ing to tackle academic, personal and socially significant 
challenges. Consequently, in contemporary research, the 
reader is not viewed as a passive consumer of informa-
tion, but as an active agent in interpreting and utilising the 
outcomes of reading. This understanding is being further 
developed in the context of the digital transformation of 
reading culture.

Developing this perspective, V.  Bratash & T.  Galak-
tionova (2020) emphasised the need to analyse the impact 
of visualisation on the formation of new forms of educa-
tional texts and ways of working with them, paying par-
ticular attention to striking a balance between traditional 
reading culture and new forms of literacy, including visual 
and multimedia literacy. A.  Veum  et al.  (2024) demon-
strated that a critical analysis of multimodal texts on social 
media helps teenagers to develop media literacy, critical 
thinking and the ability to engage meaningfully with dig-
ital information. The development of conceptions of read-
ing continues in research conducted in the digital age. For 
example, S. Pozdnyakova (2025) noted the transformation 
of reading into a system of socio-communicative practic-
es for interpreting sign systems. In this context, reading 
takes on a multimedia character, combining visual, audi-
tory and sensory perception, which distinguishes it from 
the traditional approach focused on text. Thus, the devel-
opment of the digital environment broadens traditional 
conceptions of reading to include working with multimod-
al and media texts, which requires the formation of new 
reading competences.

In the search for ways to overcome the problems iden-
tified, pedagogical approaches focused on integrating read-
ing into learning activities take on particular significance. 
For example, O. Sokolova et al. (2022) note that the devel-
opment of reading literacy should take place whilst solv-
ing subject-specific learning tasks. In this context, working 
with texts goes beyond formal educational requirements 
and is determined by the logic of pupils’ cognitive activi-
ty, which helps to foster intrinsic motivation for reading. 
The current situation raises questions about the role of lit-
erature, the nature of reading and pupils’ motivation. In 
this regard, A.  Prokhorova  et al.  (2023) emphasised the 
growing importance of active reading as the foundation of  
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intellectual development. In this context, the teacher’s task 
is to help pupils develop the ability to understand, inter-
pret and creatively apply information, which contributes 
to the development of critical thinking and independence.

Particular importance is attached not only to the act 
of reading itself, but also to the depth of understanding of 
the text read. In this regard, I. Daminova & Zh. Shcher-
baeva (2024) noted that comprehension of what has been 
read serves as the foundation for the development of logi-
cal, creative and critical thinking in pupils. The presented 
studies indicate a shift in emphasis from the development 
of individual reading skills to the development of the read-
er’s personality, enabling them to work independently with 
information and make meaningful use of what they have 
read. This necessitates a shift towards a broader concept 
of reading culture. A synthesis of theoretical approaches is 
presented in the research of A. Niyazova (2025), in which 
reading is regarded as a cultural practice, the forms and 
strategies of which have historically varied depending on 
literacy levels, the development of writing systems, and 
socio-cultural conditions. In this context, reading culture 
is understood as an integrative process of personal devel-
opment, reflecting the level of mastery of the act of read-
ing, a value-oriented attitude towards reading, and the 
ability to understand and interpret texts within specific 
socio-cultural contexts.

An analysis of scientific and pedagogical literature 
shows that reading is regarded as a complex cognitive, 
communicative and sociocultural process that cannot 
be reduced to the technical decoding of a text. Particu-
lar attention is paid to the active role of the reader in 
interpreting, critically analysing and using information. 
In the conditions of digitalisation, reading is taking on 
a multimodal character and is becoming part of broader 
socio-communicative practices. Therefore, the concept of 
reading culture encompasses not only reading skills, but 
also a positive attitude towards reading, and the ability to 
meaningfully comprehend and apply textual information 
in various contexts. At the same time, the development 
of a reading culture among schoolchildren in the polylin-
gual and digital educational environment of the Kyrgyz 
Republic remains an under-researched area. In light of 
this, the aim of this study was to provide a theoretical 
basis for, and to develop pedagogical guidelines on, the 
formation of a reading culture amongst schoolchildren 
in the context of the polylingual and digital educational 
environment of the Kyrgyz Republic. Achieving this ob-
jective involved analysing the current state of the issue 
of forming a reading culture among schoolchildren in the 
context of the digitalisation of education and the polylin-
gual educational environment of the Kyrgyz Republic, the 
identification of key challenges affecting pupils’ reading 
development in the current context, as well as the defi-
nition and justification of pedagogical guidelines for the 
formation of a reading culture among schoolchildren and 
the possibilities for their implementation in the practice 
of school education.

 MATERIALS AND METHODS
The study of the formation of reading culture among 
schoolchildren in a polylingual and digital educational en-
vironment was comprehensive in nature and was carried 
out in several interrelated stages. In the first stage, a theo-
retical and analytical review of the scientific literature on 
the subject of reading and reading culture was conduct-
ed. In particular, the works of O. Kolesova et al.  (2020), 
N. Stefanovskaya (2021) and S. Borodina et al. (2023) were 
analysed. Methods of analysis, synthesis and generalisation 
were applied to identify the theoretical foundations of the 
study and to systematise scientific approaches to under-
standing reading culture. Methods of pedagogical model-
ling were chosen due to the need to theoretically gener-
alise and systematise the results of the empirical study, as 
well as to develop a comprehensive system of pedagogical 
guidelines for the formation of schoolchildren’s reading 
culture. The application of this method made it possible, 
on the basis of the identified trends and contradictions, to 
construct a model of pedagogical influence that reflects the 
key directions for organising reading activities in condi-
tions of a polylingual and digital educational environment.

In the second stage, an empirical study was conducted 
to identify the characteristics of reading practices and mo-
tivation of schoolchildren. In September 2025, a question-
naire survey was organised among schoolchildren in Years 
7-9 at Schools No. 24 and No. 103 in Bishkek. The choice 
of this age group was based on the fact that the teenage 
period is a key stage in the formation of sustained reading 
interests, value systems and skills of meaningful reading. 
The total sample comprised 120 schoolchildren aged be-
tween 12 and 15. The study involved schoolchildren from 
schools where instruction is conducted in both Kyrgyz and 
Russian, which made it possible to take into account the 
specific characteristics of a polylingual educational envi-
ronment. The sample included schoolchildren of both gen-
ders, which ensured that the data were representative. The 
questionnaire comprised 20 questions, grouped into four 
thematic sections: reading motivation, reading interests, 
reading strategies and comprehending text, as well as atti-
tudes towards reading. The questions were predominantly 
closed-ended (with one or more answer options to choose 
from), whilst each section included separate open-ended 
questions designed to clarify the pupils’ individual prefer-
ences and attitudes towards reading. As an example, here 
are some questions from the questionnaire.

To determine readers’ motivation:
 how often do you read books (excluding textbooks)? 

(daily; several times a week; rarely; hardly ever);
 what most often motivates you to read? (personal in-

terest; school assignments; a teacher’s recommendations; 
advice from others).

To determine preferences in text selection:
 what types of text do you read most often? (you 

may select several options) (fiction, texts from the inter-
net (social media, websites), educational texts, comics/
visual texts).
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To identify the level of text comprehension (reading 
strategies and understanding of the text):

 what do you usually do after reading a text? (I can 
explain the main idea; I summarise the content; I rarely 
reflect on what I have read).

To determine the importance of reading to the  
individual:

 do you consider reading important for your personal 
development? (yes, to some extent, no).

The survey was conducted in person using a structured 
questionnaire comprising questions designed to identify 
reading preferences, reading frequency, levels of moti-
vation and attitudes towards various text formats (tradi-
tional and digital). The data obtained were analysed using 
qualitative analysis methods and basic quantitative anal-
ysis (frequency counts, comparison of responses). In the 
third stage, based on the results of theoretical and empir-
ical analysis, pedagogical guidelines for the formation of 
schoolchildren’s reading culture were identified using the 
method of pedagogical modelling. Method of pedagogical 
modelling was chosen due to the need to theoretically gen-
eralise and systematise the results of the empirical study, 
as well as to develop a comprehensive system of pedagog-
ical guidelines for fostering a culture of reading amongst 
schoolchildren. The application of this method made it pos-
sible, on the basis of the identified trends and contradic-
tions, to construct a model of pedagogical intervention that 
reflects the key directions for organising reading activities 
within a multilingual and digital educational environment. 
The pedagogical guidelines presented in Table 5 were de-
veloped using the method of pedagogical modelling, aimed 
at the theoretical construction of a system for the forma-
tion of schoolchildren’s reading culture. The application of 
this method made it possible, based on the results of empir-
ical research and an analysis of regulatory documents, to 
establish a correlation between contemporary educational 
challenges and corresponding pedagogical solutions.

The modelling was carried out on the basis of the fol-
lowing principles: (1) the principle of systemicity, which 
involves viewing reading culture as a holistic construct 
comprising motivational-value, cognitive, activity-based 
and reflective components; (2) the principle of correlat-
ing challenges with pedagogical solutions, whereby each 
identified educational challenge is matched with a spe-
cific pedagogical guideline aimed at overcoming it; (3) 
the principle of practical orientation, ensuring that the 
model is geared towards the real-world conditions of the 
school educational process and can be applied in teach-
ing practice; (4) the principle of socio-cultural context, 
reflecting the characteristics of the polylingual and mul-
ticultural educational environment of the Kyrgyz Repub-
lic; (5) the principle of integrating traditional and mod-
ern forms of reading, involving a combination of work 
with classical literary texts and the use of digital and 
visual resources. The implementation of these principles 
has made it possible to structure the pedagogical guide-
lines according to the “challenge-pedagogical solution” 

framework, thereby ensuring the clarity and practical 
applicability of the developed model.

The study was conducted in compliance with gener-
ally accepted ethical principles governing the organisa-
tion and conduct of educational research involving hu-
man participants. Participation was voluntary and based 
on the informed consent of the pupils and their parents; 
the confidentiality of the data collected, the anonymity of 
the participants, and the use of the results exclusively for 
scientific purposes were ensured. The collection and pro-
cessing of information were carried out in accordance with 
the principles of respect for the rights, dignity and inter-
ests of the research participants. The study complied with 
the provisions of the ASA Code of Ethics (2018) as well as 
the European Commission  (2021) guidelines on research 
ethics and the protection of personal data. The anonymity 
of respondents and the confidentiality of the data collect-
ed were ensured; the data were used exclusively for aca-
demic purposes: the survey was conducted anonymously; 
the questionnaires did not require respondents to provide 
their surname, first name, address, contact details or any 
other information that could identify them. The data col-
lected was processed and presented only in aggregated 
form, thereby ruling out the possibility of identifying the 
research participants.

As the regulatory and methodological framework for 
the study, the current subject-specific standards of the 
Kyrgyz Republic  (2022-2025), which set out the require-
ments for pupils’ reading skills, were analysed, including 
the standards of the Ministry of Education and Science of 
the Kyrgyz Republic  (2025a) and the Ministry of Educa-
tion and Science of the Kyrgyz Republic (2025b) for Years 
7-12. The limitations and contradictions identified during 
the analysis of these regulatory documents necessitated the 
use of empirical research.

 RESULTS AND DISCUSSION
A review of the scientific literature reveals the key areas of 
research relating to reading and reading culture. The idea 
of the active role of the reader was developed in the phil-
osophical and pedagogical concept of V.  Asmus  (1961), 
who regarded reading as an intellectual and spiritual ac-
tivity requiring the active participation of the individual. 
Literary text, according to the researcher, does not convey 
a ready-made meaning, but rather sets the direction for 
the reader’s mental and imaginative activity. Understand-
ing of a work is formed in the course of complex cognitive 
processes, including memory, imagination, analysis and 
synthesis. Consequently, understanding a text is the result 
of complex mental work, and the dialectical combination 
of perceiving a text both as a reflection of reality and as 
artistic fiction transforms reading into a creative process. 
O. Kolesova et al. (2020) identified the main problems in 
the development of reading skills among primary school 
pupils and demonstrated the effectiveness of a three-com-
ponent approach aimed at developing skills in comprehen-
sion, interpretation and the practical use of information 
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from texts. S. Borodina et al. (2023) analysed the profound 
crisis in traditional book culture, contrasting technological 
optimism with concerns about the loss of skills for deep 
textual comprehension, and emphasised the importance of 
an interdisciplinary approach to studying the information 
society and preserving an individual’s intellectual poten-
tial. In the study, N.  Stefanovskaya  (2021) argued that 
“in recent years, monitoring has become one of the most 
promising tools for studying reading, enabling the most 
well-founded predictions to be made about the develop-
ment of reading culture and the social context of reading at 
various levels-national, regional and local-on the basis of 
long-term, comparable observations”.

An analysis of subject-specific standards revealed that 
reading competence is interpreted in them primarily as the 
ability to aesthetically perceive and analyse literary texts, to 
grasp their figurative language and to interpret content. In 
particular, the standard issued by the Ministry of Education 
and Science of the Kyrgyz Republic (2025a) emphasises that 
“reading competence is the ability to perceive a literary work 
aesthetically and to form an understanding of the unique 
characteristics of literature amongst other art forms…; to 
form an understanding of theoretical and literary concepts 
not as a subject of study, but as a tool, a means of help-
ing to understand a work of art. Pupils acquire the skills to 
compare and analyse literary works from different nations 
and cultures”, whilst the standard issued by the Ministry 
of Education and Science of the Kyrgyz Republic  (2025b) 

states that “the basis of this competence lies in understand-
ing the figurative devices of language by revealing their 
artistic polysemy and perceiving them on a personal level; 
the formation of an understanding of theoretical and lit-
erary concepts as a tool for understanding a work of art”.

Together with this, regulatory documents set out the 
target benchmarks for pupils’ reading development, whilst 
the extent to which these are realised in educational prac-
tice requires specific investigation. In this regard, the next 
stage of the research involved conducting a questionnaire 
survey of the schoolchildren, aimed at identifying the char-
acteristics of their motivation to read, their interests, their 
text-processing strategies and their attitudes towards read-
ing. Based on the analysis of the questionnaire data, an 
analysis was carried out according to the identified themat-
ic blocks, which made it possible to identify the character-
istics of pupils’ reading motivation, interests, text-process-
ing strategies and values regarding reading. An analysis 
of the pupils’ responses according to the identified blocks 
showed the following results.

Features of schoolchildren’s motivation to read
An analysis of pupils’ responses in the “Motivation to Read” 
section revealed varying degrees of engagement with read-
ing amongst schoolchildren. To determine the intensity of 
their reading activity, respondents were asked about the 
frequency with which they read fiction and non-fiction. 
The results are presented in Table 1.

Table 1. Schoolchildren’s reading frequency

Table 2. Reading of schoolchildren in conditions of digital environment

Source: developed by the author

Source: developed by the author

Indicator %

Regularly 26.7

Occasionally 40.8

As needed 31.7

The results obtained suggest that schoolchildren’s 
reading habits lack consistency. Personal interest was cit-
ed as the primary motivation for reading by only 29.2% 
of respondents, whilst 45.8% identified school require-
ments as the main incentive for reading. This testifies to 
the predominance of external motivation over internal 
motivation and points to a weakening of the role of read-
ing as an independent cultural and cognitive need. This 
trend may be linked to changes in the nature of informa-
tion consumption in the digital environment, where brief, 
fragmented and rapidly changing information formats pre-
dominate. As a result, reading is increasingly perceived by  

schoolchildren as an element of academic work rather than 
as a means of personal development and self-education. The 
data obtained suggest that, for a significant proportion of 
schoolchildren, reading is not a deeply held personal value 
and is perceived primarily as an academic obligation. Thus, 
the findings of the study point to the need to strengthen 
person-centred approaches to the organisation of reading 
in schools, aimed at developing intrinsic motivation and a 
lasting interest in reading. To identify the characteristics of 
schoolchildren’s reading interests, respondents were asked 
questions designed to determine preferred types of text. 
The results are presented in Table 2.

Indicator %

Read fiction 33.3

Texts from the internet 58.3

Educational texts 41.7



Niiazova

81Bulletin of the Jusup Balasagyn Kyrgyz National University, Vol. 18, No. 2, 2026

The data in Table 2 show the predominance of Internet 
texts in the structure of schoolchildren’s reading preferenc-
es, reflecting the influence of the digital environment on 
the nature of contemporary reading. The predominance of 
Internet texts indicates a significant change in the struc-
ture of contemporary schoolchildren’s reading preferences 
under the influence of the digital environment and media 
communication. The dominance of digital texts is largely 
explained by their high accessibility, the speed at which in-
formation can be obtained, their visual appeal and the fact 
that they are familiar to teenagers, a significant proportion 
of whose everyday communication takes place online. In 
the digital media environment, the very nature of infor-
mation perception is also changing. Reading is increasing-
ly becoming fragmented and non-linear, focused on the 
rapid extraction of specific details rather than on a deep 
understanding and interpretation of the text. Constantly 
switching attention between different digital sources re-
duces concentration and hinders the development of skills 
in sequential, analytical reading. As a result, schoolchil-
dren tend to focus more on short texts, visually rich content 
and simplified ways of presenting information. Against this 
backdrop, there has been a decline in interest in fiction, 
which requires emotional engagement, thoughtful appreci-
ation and sustained intellectual engagement with the text. 
Limiting readers’ experience primarily to online content 
may lead to a decline in the ability to interpret literary 
works, understand the author’s perspective and grasp the 
cultural and value-based content of the text. At the same 
time, reading fiction retains significant potential for the 
personal and moral development of schoolchildren, which 

underlines the need for educational support to foster a sus-
tained interest in literature.

The multimedia nature of the modern educational en-
vironment, which involves the integration of textual, visual 
and auditory information, also has a significant impact 
on reading practices. On the one hand, this multimedia 
approach helps to increase pupils’ interest in reading and 
broadens their capacity to process information. On the other 
hand, the predominance of visual forms of communication 
may reduce the need for in-depth textual analysis and lead 
to a superficial understanding of content. In a multilingual 
educational environment, it has been found that 41% of pu-
pils read in two languages, whilst 38% note that reading 
in a non-native language makes it difficult to understand 
literary texts. This points to the influence of the linguis-
tic factor on the development of reading culture and the 
need to take this into account in the educational process. 
Difficulties in understanding literary texts in a non-native 
language may be linked not only to an insufficient vocab-
ulary, but also to the specific ways in which cultural con-
texts, literary imagery and the author’s style are perceived.

Features of reading strategies  
and comprehension of texts
In order to examine the characteristics of pupils’ reading 
strategies and their level of text comprehension, they were 
asked questions designed to identify how they approach 
the material they have read. Analysis of the data obtained 
made it possible to determine the extent to which school-
children comprehend the text. The results of the study are 
presented in Table 3.

Table 3. Features of reading strategies and text comprehension among schoolchildren

Source: developed by the author

Indicator %

Reflect on the main idea and themes of the text 31.7

Limited to a retelling of the text 43.3

Rarely think about what they have read 25.0

These results indicate the predominance of the re-
productive level of reading over the analytical and inter-
pretative ones. The data obtained suggest that skills in 
meaningful reading-which involves not only the percep-
tion of factual information but also the ability to analyse, 
interpret, identify the author’s position and comprehend 
the cultural and value-based content of the text-are in-
sufficiently developed. In this context, a fundamental 
importance is attached to the distinction between re-
telling and interpreting a text. Whilst retelling focuses 
primarily on reproducing the content and sequence of 
events, interpretation requires a deeper level of reading 
engagement, involving an understanding of the subtext, 
the themes of the work, the characters’ motivations and 
the author’s intent.

The prevalence of retelling as the primary reading 
strategy indicates that school reading continues to be 

of a reproductive nature, in which pupils’ attention is  
focused primarily on memorising information rather than 
on comprehending it and personally interpreting it. This 
trend may be linked to the predominance of learning 
tasks geared towards reproducing the content of a text, 
as well as to the insufficient use of analytical and dia-
logic reading methods in the educational process. At the 
same time, 46.7% of respondents regularly experience dif-
ficulties in understanding literary texts, which indicates 
an insufficient level of development in the skills of deep 
reading and text interpretation. The greatest difficulties 
for schoolchildren are identifying the main idea of a text, 
understanding the author’s viewpoint, analysing literary 
devices, and establishing cause-and-effect relationships 
between events in the text. This highlights the need for 
the targeted development of reading strategies aimed at 
forming critical thinking, an analytical understanding of 
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the text and the ability to independently interpret what 
has been read.

A valuable attitude towards reading
The study of valuable attitudes towards reading was de-
signed to identify the importance pupils attach to reading 

in their personal development and everyday life. An analy-
sis of the responses received made it possible to determine 
the extent to which schoolchildren are aware of the impor-
tance of reading as a means of self-development, broad-
ening their horizons and acquiring new knowledge. The 
results of the study are presented in Table 4.

Indicator %
Reading is important for personal development 54.2

Reading is important for personal development in part 33.3
Personal value of reading absent 12.5

Table 4. Value attitudes of schoolchildren towards reading

Source: developed by the author

Despite this, 68.3% of pupils expressed a willingness to 
read more, provided that the texts were personally mean-
ingful and they were free to choose what to read. The results 
obtained indicate that a significant proportion of school-
children have the potential motivational basis for develop-
ing reading activity. At the same time, this motivation is 
predominantly unstable in nature and depends largely on 
the content of the texts offered, the ways in which reading 
is organised, and the level of the pupils’ personal engage-
ment in the process of working with a text. This suggests 
that the decline in interest in reading is linked not so much 
to a complete lack of a desire to read, but rather to the 
educational process being insufficiently tailored to school-
children’s individual interests and reading experiences.

Particularly important in modern conditions is the op-
portunity to choose texts freely, as it is precisely the ability 
to make independent reading choices that fosters intrinsic 
motivation, emotional engagement and a sustained inter-
est in reading. Restricting reading material exclusively to 
educational texts often leads to a superficial understand-
ing of the text and a decline in reading engagement. Con-
versely, engaging with texts that are personally meaning-
ful and relevant to adolescents’ age-appropriate interests, 
life experiences and emotional needs helps to develop a 
meaningful relationship with reading and to shape an in-
dividual reading perspective. In a digital and polylingual 
educational environment, pedagogical support for pupils’ 
reading development takes on particular significance, 
aimed not only at fostering text comprehension skills but 
also at cultivating a positive attitude towards reading as a 
means of acquiring knowledge, self-development and cul-
tural self-determination. The findings point to the need to 
incorporate person-centred and dialogue-based approach-
es to working with texts into the educational process, to 
broaden pupils’ reading choices, and to include in the 
school reading curriculum works capable of evoking an 
emotional response and stimulating independent reading 
activity among schoolchildren.

Thus, the study conducted has identified a number 
of consistent trends characterising the current state of 
schoolchildren’s reading culture. The findings indicate a 
predominance of the functional-formal level of reading, 
as well as a lack of developed intrinsic motivation to read,  

comprehension of meaning, and a positive attitude to-
wards reading. Analysis of the empirical data has shown 
that the nature of schoolchildren’s reading activities is sig-
nificantly influenced by the digital environment, changes 
in patterns of information consumption, and the charac-
teristics of the polylingual educational landscape of the 
Kyrgyz Republic. The predominance of fragmented and 
predominantly digital forms of reading is accompanied by 
a decline in interest in fiction and difficulties in interpret-
ing texts. At the same time, the willingness revealed by a 
significant proportion of schoolchildren to increase read-
ing activity, provided the personal relevance of the texts 
is ensured, points to the existence of potential for the de-
velopment of a sustainable reading culture. This provides 
a scientific and pedagogical basis for the development of 
pedagogical guidelines aimed at forming meaningful, val-
ue-oriented and culturally significant reading practices in 
modern schools. The results presented are generally con-
sistent with contemporary research recording changes in 
reading behaviour, a decline in sustained reading motiva-
tion and the transformation of reading strategies within 
the digital educational environment.

Transformation of reading motivation  
in the digital environment
The data obtained show that, for a significant proportion of 
schoolchildren, reading remains predominantly instrumen-
tal in nature and is linked chiefly to meeting academic re-
quirements. The low level of intrinsic motivation suggests 
that reading is increasingly rarely perceived by adolescents 
as an independent form of learning, personal development 
and cultural experience. The trends identified are consist-
ent with the research by A. Prokhorova et al. (2023), which 
examines the issue of declining motivation to read in the 
context of the changing information landscape. The au-
thors emphasise the need to develop schoolchildren’s abil-
ity to interpret information meaningfully and think criti-
cally, whereas the results of this study show that reading 
motivated primarily by external demands predominates.

The obtained results are also consistent with the study 
by M. Vlasov et al. (2025), which examines the impact of 
problematic internet use on reading motivation and reading 
literacy levels among pupils in Years 5-9. The researchers 
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note that excessive immersion in the digital environment 
has a negative impact on schoolchildren’s interest in read-
ing and reduces their reading activity. The findings of the 
present study confirm this trend: the prevalence of episodic 
reading and the dominance of external stimuli indicate a 
decline in intrinsic motivation to read under the influence 
of digital forms of information consumption. In this regard, 
educational and family support aimed at forming a sus-
tained interest in reading and developing schoolchildren’s 
intrinsic motivation for reading takes on particular signif-
icance. Together with this, the willingness of the majority 
of schoolchildren to read more when given a free choice 
and access to texts that are personally meaningful to them 
indicates that a potential interest in reading remains. This 
allows the development of intrinsic motivation to read to 
be regarded as one of the priority objectives of modern 
school education, particularly within the context of the 
polylingual educational environment of the Kyrgyz Repub-
lic. Consequently, the issue of forming internal motivation 
to read takes on particular pedagogical significance in the 
context of the digitalisation of the educational landscape.

Equally significant are the changes affecting the struc-
ture of schoolchildren’s reading interests in the digital en-
vironment. The findings revealed a predominance of on-
line texts over fiction, which indicates a transformation in 
the nature of contemporary reading and a shift in reading 
preferences towards brief, fragmentary and visually rich 
forms of information. These trends are consistent with the 
findings of S. Pozdnyakova (2025), who views reading in a 
digital society as a system of multimedia and communica-
tive forms of interaction. The researcher emphasises that 
contemporary reading increasingly involves the integration 
of visual, auditory and sensory perception, which signifi-
cantly alters the ways in which people interact with text. 
The findings of this study confirm this trend, as the major-
ity of pupils prefer digital sources of information. A simi-
lar approach is presented in the research by V. Bratash & 
T. Galaktionova (2020), which highlights the influence of 
visualisation and new forms of academic text on school pu-
pils’ reading activities. The findings show that the multime-
dia nature of the modern information environment contrib-
utes to a shift in reading strategies and a decline in interest 
in traditional linear reading of literary works. Similar con-
clusions are presented in the study by Y. Maslova (2024), 
which notes that, in the context of digital transformation, 
the most noticeable changes are occurring in the culture 
of text selection, whilst the culture of text comprehension 
and its subsequent use is not show any positive trends.

The researcher emphasises that the mere availability 
of digital information is not enough to guarantee the de-
velopment of deep and personally meaningful reading. The 
identified characteristics of readers’ interests indicate not 
only a shift in reading formats, but also a transformation 
in the ways in which schoolchildren perceive information. 
The predominance of digital texts forms a habit of skim-
ming through information and perceiving content in a 
fragmented manner, which may hinder the development 

of deep analytical and interpretative reading. Thus, the 
research findings confirm that the digital educational en-
vironment significantly influences the structure of school-
children’s reading interests and necessitates the search for 
pedagogical approaches that strike a balance between dig-
ital reading formats and the preservation of a culture of 
meaningful reading of literary texts.

The problem of semantic reading  
and interpretation of the text
An analysis of reading strategies has revealed a number 
of characteristics that define the level of comprehension 
of texts among contemporary schoolchildren. The data ob-
tained showed that only 31% of schoolchildren are able 
to grasp the main idea and themes of a text, whilst 44% 
limit themselves to summarising the content, and 25% 
rarely reflect on what they have read. The research find-
ings indicate that the reproductive level of reading pre-
dominates over the analytical and interpretative levels. 
For a significant proportion of schoolchildren, reading is 
associated primarily with reproducing factual information, 
whilst skills relating to the analysis, interpretation and per-
sonal reflection on the text remain underdeveloped. The 
difference between retelling and interpreting a text lies in 
the fact that retelling focuses mainly on reproducing the 
content, whereas interpretation involves understanding the 
author’s position, identifying connections between ideas 
and forming one’s personal opinion on what has been read.

The results obtained point to the need to seek peda-
gogical methods that facilitate the transition from the mere 
reproduction of content to its personal understanding and 
interpretation. In this context, the study by R. Gilmiyano-
va (2022) is of particular interest; it notes that, in order to 
form a culture of reading and enhance pupils’ self-aware-
ness, it is important for teachers and parents not only to 
demonstrate but also to reveal the value of identification 
as a component of creative reading that contributes to 
self-knowledge and self-development. It is extremely im-
portant to integrate what has been read into the child’s 
life experience, to teach them to apply the features of 
characters to real people and to themselves, reflecting on 
similarities and differences, and to develop the ability to 
move from perceiving a character’s outward appearance to 
understanding their inner world, guiding the child towards 
a desire to discover the essence of the character in the 
text they have read. O. Sokolova et al. (2022) emphasised 
that the development of reading literacy should take place 
through the process of solving educational and cognitive 
tasks that require pupils to engage with the text as a source 
for understanding and interpreting information. This study 
shows that reading in schools often retains a reproductive 
character and focuses primarily on reproducing content 
rather than on developing skills for in-depth semantic anal-
ysis of the text. Thus, the study’s findings indicate an in-
sufficient level of meaningful reading among a significant 
proportion of schoolchildren. The trends identified confirm 
the need to develop pupils’ skills in analysing, interpreting 
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and personally reflecting on texts as key components of 
reading culture.

Reading as a personal and cultural value
According to the findings of the study, 54% of schoolchil-
dren consider reading to be an important factor in personal 
development, 33% recognise its importance to some ex-
tent, whilst 13% do not associate reading with any per-
sonal value. At the same time, a significant proportion of 
schoolchildren noted that their reading activity could in-
crease if they were given the opportunity to choose their 
own texts and if these texts were personally meaningful 
to them. The data obtained indicate that contemporary 
schoolchildren’s attitudes towards reading are uneven. On 
the one hand, some schoolchildren still recognise the cul-
tural and educational value of reading; on the other hand, 
there is a decline in the deep-seated personal need to read. 
This points to a gradual shift in reading from the sphere of 
internally meaningful forms of cultural activity to the field 
of predominantly academic necessity. These trends call for 
a theoretical reflection of the role of reading as a cultural 
and personal value.

In theoretical reflection of this issue, D. Vasev (2023) 
considers reading culture to be a multifunctional cultural 
phenomenon that serves as a specialised channel of com-
munication, facilitating the preservation of information, 
personal development and self-education, as well as the 
assimilation of spiritual and intellectual culture. The re-
searcher emphasises that reading is linked not only to the 
perception of a text, but also to its comprehension, inter-
pretation and personal reflection, which contributes to 
the development of critical thinking and the formation of 
one’s own attitude towards the world. A similar approach 
is presented by A. Niyazova  (2025), in which reading is 

regarded as one of the fundamental cultural practices en-
suring the preservation and transmission of cultural expe-
rience. The findings of this study confirm that a decline 
in sustained interest in reading may affect not only read-
ing literacy levels but also the processes of personal and 
cultural development of schoolchildren. The willingness 
of pupils to expand their reading activities, provided that 
texts of personal significance are incorporated into the ed-
ucational process, indicates the existence of motivational 
potential for reading, which can be realised within a ped-
agogically structured support framework. In this regard, 
particular importance is attached to the organisation of 
an educational environment geared towards encouraging 
independent reading choices and meaningful engagement 
with the text, which helps to strengthen schoolchildren’s 
internal motivation for reading.

Thus, results obtained confirm the need for a val-
ues-based approach to the formation of a reading culture 
amongst schoolchildren, aimed at developing a sustain-
able attitude towards reading as a resource for personal 
growth, cognitive activity and the cultural socialisation 
of schoolchildren. The challenges identified during the 
study have provided the theoretical and methodological 
basis for defining a system of pedagogical guidelines for 
the formation of a reading culture among schoolchildren. 
These guidelines are aimed at overcoming the formali-
sation of reading, taking socio-cultural conditions into 
account, and developing a reading culture as a holistic 
personal quality. The pedagogical guidelines reflect the 
strategic directions of the teacher’s activities in organis-
ing reading, forming reading competence and, of course, 
reading culture. The correlation between the identified 
challenges and the corresponding pedagogical guidelines 
is presented in Table 5.

Contemporary challenges Pedagogical guidelines

Digitalisation  
and “clip-based” thinking

The targeted formation of skills in meaningful reading, interpretation and reflection on texts; systematic 
work with complete literary texts; and the development of skills in analysing, interpreting and reflection 

of reading experiences.

Decline in readers’ 
motivation

Forming internal reading motivation based on the personal significance of reader’s work; creating conditions 
that allow for free choice of reading material, taking into account pupils’ reading interests and experience; 

and forming a positive emotional and value-based attitude towards reading as a cultural experience.
The competition between 
visual and textual forms of 

information

Preserving the central role of the text as a whole in literary education, whilst using visual aids as a 
supplementary tool for analysis and interpretation, which help to deepen understanding of the text  

but do not replace the act of reading.
Polylingual and 

multicultural educational 
environment

The development of cross-cultural reading competence, a conscious understanding of texts,  
the interpretation of literary meanings within a cultural context, and the formation  

of the ability to engage in intercultural dialogue.

The gap between the 
requirements of standards 

and actual reading 
practices

A focus on the functional and activity-based development of reading skills, involving a shift from the 
formal acquisition of literary knowledge to its application in the process of meaningful comprehension, 

interpretation and assessment of texts, the use of productive, analytical-interpretative and reflective 
forms of reading, as well as the coordination of educational standards with the actual conditions  

for studying literary works at school.

Table 5. Pedagogical guidelines for forming of reading culture in schoolchildren

Source: developed by the author

Table  5 sets out pedagogical guidelines for forming 
schoolchildren’s reading culture, which can be imple-
mented through the purposeful organisation of work with 
literary texts, focused on comprehension of meaning,  

reflection on values and intercultural dialogue. The fol-
lowing forms of work with texts may serve as examples of 
practical approaches: comparative reading of works from 
Kyrgyz and world literature (for example, excerpts from 
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the epic “Manas” and works of classical Russian or Eastern 
literature), identifying shared moral values, heroic figures, 
and motifs of choice and responsibility; interpretation of 
the text based on cultural context, involving discussion 
of national traditions, imagery and symbols reflected in 
the work, drawing on the students’ personal cultural ex-
periences; dialogic discussion of the text through debate 
aimed at relating literary meanings to contemporary re-
al-life situations, which contributes to the formation of 
a conscious reader’s perspective and respect for cultural 
diversity. The implementation of these forms of work en-
sures that reading is transformed from a formal academic 
activity into a space for the cultural and personal devel-
opment of pupils.

Key role in this undoubtedly falls to the teacher, who 
acts not only as a source of subject knowledge, but also 
as a mediator between the text, the cultural context and 
the pupils’ personal experiences. In Kyrgyzstan’s multi-
cultural and polylingual educational environment, the 
teacher provides pedagogically sound guidance through-
out the process of reading and interpreting literary texts, 
directs pupils’ reading activities, creates conditions for 
cultural dialogue, and helps to unpack the cultural codes 
within a work and relate them to contemporary mean-
ings in life. Through the selection of texts, the formu-
lation of questions and the organisation of discussions, 
the teacher forms a respectful attitude towards cultural 
diversity and supports the development of pupils’ indi-
vidual approaches to reading. In this way, the teacher 
acts as an organiser of reading activities and a guide to a 
culture of reading, the effectiveness of the formation of a 
reading culture in modern schools depends largely on the 
teacher’s professional approach.

 CONCLUSIONS
This study has established that the issue of forming a 
reading culture amongst schoolchildren in the Kyrgyz 
Republic is becoming particularly relevant in the con-
text of the digitalisation of society, changes in the nature 
of information consumption, and the transformation of 
reading practices amongst today’s schoolchildren. Unlike 
reading literacy, focused primarily on understanding and 
using information, reading culture involves the develop-
ment of intrinsic reading motivation, the ability to inter-
pret, reflection, and personal interpretation of what has 
been read. The results of an empirical study conducted 
amongst 120 pupils in Years 7-9 at Schools No. 24 and 
No. 103 in Bishkek revealed that schoolchildren’s read-
ing habits lack consistency. It was found that only 26.7% 
of pupils read regularly, whilst 40.8% read only occa-
sionally, and 32% read mainly out of necessity. Further-
more, only 31.7% of pupils are able to comprehend the 
ideas and issues raised in a text, whilst the majority limit 
themselves to summarising the content or rarely reflect 
on what they have read. The study also revealed a pre-
dominance of online texts in the structure of schoolchil-
dren’s reading preferences, a decline in interest in fiction, 

and difficulties in understanding texts within a polylin-
gual educational environment.

Based on an analysis of theoretical and empirical 
data, the main challenges to the development of a read-
ing culture among schoolchildren in the modern context 
have been identified: digitalisation and the spread of “clip-
based” thinking; a decline in intrinsic reading motivation; 
competition between visual and textual forms of informa-
tion; difficulties in reading for meaning and interpreting lit-
erary texts; and the specific characteristics of Kyrgyzstan’s 
polylingual and multicultural educational environment. It 
has been established that these factors contribute to the 
formalisation of reading and hinder the development of a 
meaningful and value-based relationship between school-
children and the text.

As pedagogical guidelines for forming a culture of 
reading, the following were identified: the development 
of intrinsic motivation to read; systematic engagement 
with complete literary texts; the use of analytical, inter-
pretative and dialogical forms of reading; the develop-
ment of cross-cultural reading competence; and the inte-
gration of traditional and digital forms of reading activity. 
The proposed guidelines are aimed at facilitating a tran-
sition from the passive reception of a text to its compre-
hension, interpretation and personal engagement with it. 
The pedagogical guidelines developed and the proposed 
approaches to organising reading activities can be used 
not only in literature lessons, but also in history, language 
and other subjects where work with texts, their analysis, 
interpretation and contextual understanding are required. 
The pedagogical guidelines set out in this article serve 
not only as a response to the identified problem areas, but 
also as a methodological foundation for building a com-
prehensive system of reading education, aimed at forming 
a value-based attitude towards reading as a cultural and 
personal resource.

Thus, the formation of a reading culture amongst 
schoolchildren should be regarded as one of the strate-
gic priorities for the development of modern education in 
Kyrgyzstan, linked to the preservation of cultural continu-
ity, the development of pupils’ personalities, and the cul-
tivation of their ability to engage meaningfully with texts 
in the context of a digital society. Areas for further re-
search may include the development of diagnostic tools to 
assess the level of reading culture among schoolchildren, 
as well as exploring the potential for integrating digital 
educational technologies into the process of developing 
meaningful reading.
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Кыргызстанда мектеп окуучуларынын окуу маданиятын 
калыпташтыруу: учурдун кыйынчылыктары жана 
педагогикалык көрсөтмөлөр

Айнагүл Ниязова
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И. Арабаев атындагы Кыргыз мамлекеттик университети
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Аннотация. Изилдөөнүн актуалдуулугу коомдун санариптешүүсү шартында окуучулардын окууга болгон 
кызыгуусунун төмөндөшү, визуалдык жана тексттик маалыматтын атаандаштыгы, ошондой эле Кыргызстандын 
көп тилдүү жана көп маданияттуу билим берүү чөйрөсүнүн өзгөчөлүктөрү менен шартталат. Изилдөөнүн максаты 
мектеп окуучуларынын окуу маданиятын өнүктүрүүдөгү учурдагы кыйынчылыктарды аныктоо жана аны билим 
берүү процессинде өнүктүрүү боюнча педагогикалык көрсөтмөлөрдү негиздөө болду. Изилдөөдө аналитикалык 
ыкма, Бишкектеги 7-9-класстардагы 120 окуучудан сурамжылоо жана педагогикалык моделдөө ыкмалары 
колдонулган: мектеп окуучуларынын окуу маданиятынын структуралык моделин жана аны көп тилдүү билим 
берүү чөйрөсүндө өнүктүрүүгө багытталган педагогикалык көрсөтмөлөр системасын иштеп чыгуу. Кыргызстан 
шартында негизги көйгөйлөр катары санариптешүү, клиптик ой жүгүртүүнүн калыптанышы, окууга болгон ички 
мотивациянын төмөндөшү, визуалдык контенттин атаандаштыгы жана көп тилдүү билим берүү чөйрөсүндө 
окуудагы кыйынчылыктар белгиленди. Сурамжылоонун жыйынтыктары көрсөткөндөй, окуучулардын 27 %гана 
үзгүлтүксүз окушат, ал эми 31 %гана тексттин көйгөйлөрүн түшүнө алышат. Окуунун функционалдык-формалдуу 
деңгээли басымдуулук кылары, ал эми баалуулук жана рефлексивдик компоненттер жетишсиз калыптанганы 
аныкталды. Педагогикалык багыттар катары ички окуу мотивациясын өнүктүрүү, бүтүн көркөм текст менен иштөө, 
кросс-маданий компетенттүүлүктү калыптандыруу жана аналитикалык-интерпретациялык окууну колдонуу 
негизделди. Натыйжалуу механизмдер катары кыргыз жана дүйнөлүк адабият чыгармаларын салыштырып окуу, 
текстти маданий контекстти эске алуу менен интерпретациялоо жана диалогдук талкуу жүргүзүү аныкталды. 
Сунушталган педагогикалык багыттарды ишке ашыруу маалыматты формалдуу өздөштүрүүдөн аң-сезимдүү 
окууга өтүүгө жана Кыргызстандын көп маданияттуу билим берүү чөйрөсүндө мектеп окуучуларынын туруктуу 
окурмандык маданиятын калыптандырууга өбөлгө түздү. Изилдөөнүн практикалык мааниси иштелип чыккан 
багыттарды жана окурмандык ишмердүүлүк моделин сабактарды долбоорлоодо, окуу программаларын түзүүдө 
жана педагогдордун квалификациясын жогорулатууда колдонуу мүмкүнчүлүгүндө болду

Негизги сөздөр: окуу; окуу сабаттуулугу; окуу компетенттүүлүгү; окуу маданияты; окууну өнүктүрүү; окууну 
өнүктүрүү стратегиялары
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Формирование читательской культуры школьников  
в Кыргызстане: вызовы времени  
и педагогические ориентиры
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Аннотация. Актуальность исследования обусловлена снижением интереса школьников к чтению в условиях 
цифровизации, конкуренцией визуальной и текстовой информации, а также особенностями полилингвальной 
и поликультурной образовательной среды Кыргызстана. Целью исследования было выявление современных 
вызовов формирования читательской культуры школьников и обоснование педагогических ориентиров ее 
развития в образовательном процессе. В исследовании использованы аналитический метод, анкетирование 
120 учащихся 7-9 классов школ г. Бишкек, а также методы педагогического моделирования: разработка 
структурной модели читательской культуры школьников, системы педагогических ориентиров, направленных 
на ее формирование в условиях полилингвальной образовательной среды. По итогам исследования уточнено 
определение читательской культуры школьников как интегративного личностного образования, включающего 
мотивационно-ценностный, когнитивный, деятельностный и рефлексивный компоненты и обеспечивающего 
осмысленное, ценностно ориентированное взаимодействие с текстом. Установлено, что наиболее критическими 
вызовами в условиях Кыргызстана являются цифровизация и формирование клипового мышления, снижение 
внутренней читательской мотивации, конкуренция визуальных и текстовых форм информации, а также 
трудности чтения в полилингвальной образовательной среде. Результаты анкетирования показали, что 
регулярно читают лишь 27 % учащихся, при этом только 31 % способны к осмыслению проблематики текста. 
Выявлено преобладание функционально-формального уровня чтения при недостаточной сформированности 
ценностного и рефлексивного компонентов. Обоснованы педагогические ориентиры: развитие внутренней 
читательской мотивации, работа с целостным художественным текстом, формирование кросс-культурной 
компетентности и применение аналитико-интерпретационного чтения. Эффективными механизмами 
определены сопоставительное чтение кыргызской и мировой литературы, интерпретация текста с учетом 
культурного контекста и диалоговое обсуждение. Реализация предложенных педагогических ориентиров 
способствовала переходу от формального усвоения информации к осмысленному чтению и формированию 
устойчивой читательской культуры школьников в поликультурной образовательной среде Кыргызстана. 
Практическая значимость исследования заключается в возможности применения разработанных ориентиров 
и модели читательской деятельности при проектировании уроков, создании учебных программ и повышении 
квалификации педагогов

Ключевые слова: чтение; читательская грамотность; читательская компетентность; культура чтения; 
читательское развитие; стратегии развития чтения
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Abstract. This study aimed to identify the conditions for implementing a trauma-informed approach in psychosocial 
support for children in alternative care, taking into account cross-cultural aspects and their effectiveness when working 
with children raised in children’s homes and foster families. The research methodology included a theoretical analysis 
of academic sources, a comparative analysis of international and regional programmes, and an analysis of statistical 
data on institutional and family-based care. This article substantiated the pedagogical conditions for applying a trauma-
informed approach in an educational setting and suggested how teachers should behave in crisis situations. The study 
found that psychological trauma in children is considered a complex developmental disturbance resulting from the loss 
of parental care, violence, or long-term institutionalisation. The negative impact of such trauma on the formation of a 
basic sense of safety, which is the foundation of emotional stability, was emphasised. Summarised data show that the 
rate of institutional care in Central Asia is approximately 203 per 100,000 children, which exceeds the global figure of 
around 105 per 100,000. Meanwhile, around 69% of children in Kyrgyzstan are placed in family-based care, compared 
to approximately 44% in Kazakhstan and about 58% in Uzbekistan, reflecting considerable variation in alternative care 
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 INTRODUCTION
The growing number of children in the alternative care 
system has increased attention to issues of psychosocial 
support and preserving their psychological well-being. Ex-
periencing traumatic events, undergoing changes in the so-
cial environment, losing stable emotional bonds and being 
exposed to cultural diversity can affect a child’s emotional 
state, behaviour and socialisation process. In this regard, 
a trauma-informed approach is particularly important in 
supporting children, as it considers the consequences of 
psychological trauma and helps create a safe developmen-
tal environment. The intercultural aspects of psychosocial 
support are becoming increasingly relevant as they influ-
ence the effectiveness of interactions with children, taking 
into account their cultural experiences, values, and unique 
perceptions of assistance. Research into this issue can help 
to improve approaches to organising support for children 
in the alternative care system, as well as increasing the 
effectiveness of psychosocial work.

Psychosocial support for children in alternative care 
systems is increasingly trauma-informed, taking into ac-
count experiences of loss, violence or displacement; the 
need for a stable emotional environment; and the influence 
of cultural characteristics, family traditions, and local mod-
els of assistance on the perception of psychological support. 
A review by N.T. Arega  (2023) showed that psychosocial 
interventions for children affected by armed conflict in 
low- and middle-income countries are more effective when 
adapted to the linguistic, social, and cultural characteris-
tics of the relevant communities. The most effective support 
models were found to be those combining individual assis-
tance, group interaction, and family or community partic-
ipation. This is significant for the alternative care system 
since children often experience repeated trauma as a result 
of changes to their living environment and a lack of stable 
emotional bonds. A similar view is expressed by A.E. Ka-
zak et al. (2024), who developed a model of the preventive 
function of psychosocial assistance for children and families. 
The researchers considered support to be a continuous pro-
cess involving the early identification of emotional difficul-
ties, risk assessment, and the development of personalised 
support strategies. They also emphasised the need to ensure 
equal access to psychological assistance for different social 
groups. This approach helps to create a more supportive 
environment in alternative care institutions, where children 
often experience the loss of family ties and social isolation.

M.R. Gómez-Juncal et al.  (2025) examined the effec-
tiveness of psychosocial interventions for children and 
families in at-risk groups, including those in alternative 
care settings. The study focused on changes in emotional 
state and family interaction. The authors found that trau-
ma-informed approaches improve children’s psychological 
adaptation and promote greater stability in family relation-
ships. T.D. Mestre et al. (2024) address the issue of involv-
ing the family in the support process in their work devoted 
to family-centred care for children with intellectual disa-
bilities. The researchers found that active family partici-
pation positively affects children’s emotional state, level of 
adaptation, and social skill development. This indicates the 
need to focus not only on the individual needs of the child, 
but also on restoring social bonds to provide a sense of 
emotional safety. Z.H. Duraku et al. (2023) also confirm the 
importance of a supportive social environment. Their study 
emphasises that psychological well-being largely depends 
on the availability of social support and willingness to seek 
help. The researchers found that cultural perceptions of 
mental health can hinder access to psychological services. 
In many communities, seeking help from a psychologist can 
be accompanied by a fear of judgement or stigmatisation. 
For children in the alternative care system, this problem is 
exacerbated, as they often experience social rejection and 
distrust adults. E. Güney et al. (2024) further develop the 
topic of attitudes towards psychological help by studying 
gender differences in the willingness to seek psychologi-
cal support in Turkey. The results show that social norms 
and cultural expectations directly influence openness to 
psychosocial assistance. This points to the need to adapt 
trauma-oriented programmes to the cultural behavioural 
models of children and adolescents, since universal meth-
ods do not always take into account the specific features of 
emotional self-expression in different societies. 

The issue of access to support for young children is 
examined in B. Shabdan (2023) work, which is devoted to 
the child healthcare system in rural regions of Kyrgyzstan. 
The researcher noted that inequality in access to medical 
and social services increases the risk of emotional mal-
adjustment in children. A lack of specialists, geographi-
cal isolation and traditional parenting methods make it 
difficult to provide psychological assistance in a timely 
manner. For the alternative care system, this means creat-
ing more flexible support models that consider the social  

models across countries. It was found that mechanisms of emotional regulation are consequently disrupted, manifesting as 
heightened anxiety and unstable responses. Difficulties in behavioural adaptation and a reduced capacity for concentration 
are also observed. Models of psychosocial interaction between specialists and children reflect typical situations involving 
emotional, behavioural and social contact in individual, group and family care contexts. This enables the analysis of 
emotional regulation mechanisms, manifestations of traumatic experiences and the effectiveness of supportive and 
trauma-informed intervention strategies. The study’s practical significance lies in its potential to introduce a trauma-
informed approach into educational and social practices when working with children in alternative care, with the aim of 
improving the effectiveness of psychological and pedagogical support

Keywords: emotional state; anxiety levels; social services; foster families; pedagogical interactions; deinstitutionalisation
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conditions in which children live. In particular, scholars 
emphasise the importance of emotional support in fos-
tering psychological resilience. For example, W.  Guo  et 
al.  (2025) demonstrated that emotional support from 
teachers positively impacts young people’s engagement 
and academic confidence. Stable support from adults can 
help restore trust and develop the capacity for adaptation 
after a traumatic experience. Similar conclusions are pre-
sented in the review by T. Nonoyama et al.  (2025) con-
cerning support for children with special medical needs 
and their families. The authors emphasised the importance 
of an integrated approach that combines medical, psycho-
logical, and social assistance. They found that coordina-
tion between different services improves children’s emo-
tional state and contributes to stable care.

Despite the areas addressed by the above-mentioned 
authors, academic research still insufficiently explores the 
adaptation of trauma-oriented approaches to the cultural 
characteristics of children in the alternative care system. 
The influence of the ethnocultural environment, linguistic 
differences and family traditions on the effectiveness of 
psychosocial support and the formation of trusting rela-
tionships between the child and specialists remains only 
partially examined. The aim of this study was to inves-
tigate the impact of a trauma-informed approach on the 
development of children in the alternative care system. 
The objectives of the study were: to characterise the the-
oretical foundations of the trauma-informed approach in 
work with children raised in alternative forms of care; to 
examine the social and organisational practices of differ-
ent states regarding the development of alternative care 
systems and support for children with traumatic experi-
ence; and to identify and substantiate scenarios for apply-
ing the trauma-informed approach in the context of so-
cio-psychological support and the adaptation of children 
in the alternative care system.

 MATERIALS AND METHODS
The study employed a theoretical analysis of academic 
sources, descriptive statistics, comparative analysis, mod-
elling, and generalisation. A theoretical analysis was con-
ducted of key aspects of childhood trauma and attachment 
theory, focusing on children’s adaptation to alternative 
family environments and the emotional and behavioural 
challenges they face in institutional or foster care settings. 
The study was based on the academic works of K. Coop-
er et al. (2023), N. Vyas et al. (2023) and K.I. Tumlin et 
al.  (2023). Additionally, it incorporated the theoretical 
principles of attachment theory (Cherry, 2026) and child 
maltreatment theory (Cicchetti & Carlson,  1989). This 
enabled a comprehensive analysis of the impact of trau-
matic experience on a child’s emotional, behavioural and 
social development. The study used descriptive statistics 
to present indicators of the level of institutional care, in-
cluding regional and global benchmarks, the total num-
ber of children in alternative care and the proportion in 
family-based and institutional care in selected countries. 

It also considered the impact of adverse childhood ex-
periences (ACEs) on learning difficulties and emotional 
and behavioural problems. The effects of transitioning to 
foster care, social and emotional learning, and trauma-in-
formed pedagogical approaches were also considered, 
based on analytical reports by the UNICEF Europe and 
Central Asia Regional Office (2024) and the U.S. Centers 
for Disease Control and Prevention (n.d.).

A comparative analysis was conducted of the Child 
Protection programme in Kyrgyzstan (United Nations Chil-
dren’s Fund in Kyrgyzstan, n.d.) and the Foster Care Pro-
gramme in Kazakhstan (Foster care in Kazakhstan…, 2025). 
The Prevention of Family Separation and Childcare Reform 
programme in Uzbekistan (United Nations Children’s Fund 
in Uzbekistan, n.d.) and Alternative Care in Georgia (SOS 
Children’s Villages Georgia, n.d.) were also examined. The 
selection of these programmes was determined by their fo-
cus on reforming systems of alternative care for children, 
developing foster care, supporting children with traumatic 
experience, and integrating psychological mechanisms of 
assistance in Central Asian countries and the neighbouring 
region. Georgia was included in the comparative analysis 
as a country with one of the most successful experiences of 
deinstitutionalisation and the development of family-based 
forms of alternative care in the post-Soviet region, making 
it possible to use it as a reference model for comparison 
with Central Asian countries. The choice of Central Asian 
countries for comparative analysis was determined by their 
active implementation of reforms in the system of alterna-
tive care for children, the development of foster care, and 
the existence of programmes aimed at supporting children 
with traumatic experience and integrating psychosocial 
mechanisms of assistance into national child protection sys-
tems. The analysis was carried out according to the follow-
ing criteria: the level of integration of the trauma-informed 
approach into the organisation of alternative family-based 
care; the presence and depth of ACEs assessment before a 
child is placed; the degree of preparation of foster parents 
for working with trauma; the interpretation of the child’s 
behaviour; the use of mechanisms of emotional regulation; 
the existence of a system for preventing traumatisation; the 
nature of psychosocial support; and the overall focus of the 
child support system.

Using the modelling method, models of psychosocial 
interaction between specialists and children were formu-
lated, focusing particularly on three scenarios: individual 
interaction between a pupil and a teacher in emotional 
distress, a group learning situation involving a pupil ex-
hibiting disruptive behaviour, and communication be-
tween a child with a history of trauma and a caregiver 
in a foster care environment. These models were used 
to analyse the specific features of applying a trauma-in-
formed approach in educational practice. Three models 
of psychosocial interaction were developed in accordance 
with three levels of social context: individual, group, and 
family care. This made it possible to analyse the specific 
manifestations of traumatic behaviour, the mechanisms of 
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emotional regulation, and the effectiveness of trauma-in-
formed support strategies in different conditions of inter-
action between children, adults, and peers. These models 
were formed by generalising typical situations described 
in academic sources and by systematising practical expe-
rience reflected in UNICEF analytical reports. The models 
function as theoretical constructs representing character-
istic scenarios of emotional, behavioural, and social inter-
action. This makes it possible to study the mechanisms 
of emotional regulation, the manifestations of the conse-
quences of traumatic experiences, and the effectiveness of 
trauma-informed interventions in different contexts of a 
child’s interaction with adults and peers.

The factors influencing the impact of socio-psycho-
logical support on the cognitive abilities of children who 
had experienced adverse childhood events were identi-
fied on the basis of the method of generalisation. These 
factors included emotional stability, quality of family or 
substitute care, and access to systematic psychological as-
sistance. Theoretical analysis identified the pedagogical 
conditions for the effective application of a trauma-in-
formed approach.

 RESULTS
Psychological trauma is regarded as a complex devel-
opmental disorder arising from exposure to adverse life 
events, such as the loss of parental care, neglect of ba-
sic needs, violence or a prolonged stay in an institutional 
setting. According to psychological theories such as At-
tachment Theory (Cherry, 2026) and Child Maltreatment 
Theory (Cicchetti & Carlson,  1989), such experiences 
lead to a disruption in the formation of a basic sense of 
safety. This sense of safety constitutes the foundation of 
emotional stability and subsequent personality develop-
ment. Consequently, changes occur in the functioning of 
the nervous system, manifesting as increased sensitivity 
to stress, difficulty self-regulating, and reduced concentra-
tion capacity. The emotional manifestations of childhood 
trauma are characterised by unstable emotional responses, 
heightened anxiety and a fear of rejection, or conversely, 
an avoidance of emotional contact (Bhutta et al., 2023). 
Some children develop a distrust of adults, which can 
make it difficult for them to build stable interpersonal re-
lationships. Behavioural characteristics often include im-
pulsivity, aggressive reactions, difficulty observing social 
norms, and passivity and social withdrawal. These mani-
festations are not a conscious violation of rules, but rather 
reflect the adaptive strategies formed in an unstable or 
threatening environment.

The social development of children who have expe-
rienced trauma is complicated by the disruption of at-
tachment mechanisms. In the case of an institutional up-
bringing, the absence of a permanent adult figure leads 
to the formation of fragmented or unstable social bonds. 
In foster families, however, these processes may gradual-
ly stabilise. Nevertheless, adaptation is accompanied by 
periods of emotional instability associated with previous 

experiences of loss and changes in environment. A pro-
longed stay in a stable family environment is important 
for the gradual restoration of trust and social interaction 
(Vyas et al., 2023). Adaptation to alternative forms of up-
bringing occurs in stages, beginning with an initial period 
of emotional guardedness, followed by the formation of 
trust and gradual integration into a new system of social 
relations. Both children and the adults providing care are 
involved in this process. Behavioural reactions in the in-
itial stages may include protest behaviour, withdrawal, 
or an increased need for control on the part of the adults 
involved. Once the environment is stable, anxiety levels 
decrease and social interaction improves.

The trauma-informed approach is based on an under-
standing of how traumatic experiences impact a child’s be-
haviour and development. The approach involves creating 
conditions in which the child is not retraumatised, while 
their behaviour is interpreted in the context of previous 
stressful experiences. The main principles of the approach 
include providing a safe environment, ensuring predictabil-
ity in interactions, maintaining stable adult relationships, 
offering emotional support, and considering the child’s in-
dividual needs. The approach also involves avoiding prac-
tices that may trigger the re-experiencing of stressful sit-
uations. Methods for implementing this approach include 
structuring the environment, establishing clear rules, act-
ing consistently and developing positive communication. 
Social and emotional learning approaches contribute to the 
development of skills in recognising emotions, self-regu-
lation, and constructive interaction. A key aspect is form-
ing stable relationships with adults who provide emotional 
support and serve as models of safe interaction (Hales et 
al., 2026). Psychologists working with children who have 
experienced trauma must be able to identify manifesta-
tions of psychological trauma, understand the mechanisms 
through which it affects behaviour and development, and 
be proficient in supportive interaction methods. Psycholo-
gists must be able to maintain emotional stability in diffi-
cult situations, avoid reactive responses and apply individ-
ualised approaches to parenting (Tumlin et al., 2023).

The way childhood trauma is perceived and the ef-
fectiveness of trauma-informed support are determined 
by cultural norms, family traditions, the role of the com-
munity, attitudes towards psychological help, linguistic 
features and the level of stigmatisation. In societies that 
are strongly oriented towards family and kinship values, a 
child’s experiences are more often interpreted in terms of 
upbringing and discipline than as a consequence of trau-
ma, which can make it difficult to identify psychological 
difficulties early on. A high level of stigmatisation sur-
rounding psychological help, coupled with limited access 
to counselling services, can reduce families’ and teachers’ 
willingness to seek professional help, thereby affecting 
the timeliness and effectiveness of interventions. At the 
same time, language barriers and differences in terminol-
ogy used to describe a child’s emotional state can hinder 
communication between specialists and families, resulting 
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in inaccurate diagnoses and misunderstandings regarding 
the child’s needs. The role of the community and tradi-
tional forms of social support can strengthen protective 
factors through collective care, but it can also limit the 
individualised approach required for implementing trau-
ma-informed practices (Melamed et al., 2024).

Generalising the results of the theoretical analysis en-
ables the definition of a trauma-informed approach as a 
systemic model for working with children. This approach 

considers their previous experience and aims to create con-
ditions that facilitate the gradual restoration of emotional 
balance and the development of social interaction within 
children’s homes and foster families. Table 1 presents the 
specific features of the distribution of institutional and 
family-based care for children in Central Asian countries, 
demonstrating differences in the level of deinstitutional-
isation and the development of family-oriented forms of 
support for children.

Table 1. Indicators of institutional and family-based care for children in Central Asia

Source: compiled by the authors based on UNICEF Europe and Central Asia Regional Office (2024), U.S. Centers for Disease 
Control and Prevention (n.d.)

Country/level Indicator Value
Central Asia (region) Level of institutional care 203 per 100,000 children

Global level Baseline average level of institutional care 105 per 100,000 children
Central Asia (region) Total number of children in institutional/alternative care 60,000 children

Kyrgyzstan Share of children in family-based care 69%
Kazakhstan Share of children in institutional care 44%
Uzbekistan Share of children in institutional care 58%

General international indicator (ACEs) Risk of learning difficulties with ≥4 ACEs 2-3 times higher
International indicator (institutional care) Increase in emotional and behavioural difficulties 30-50%

International indicator (foster care) Reduction in behavioural problems (12-24 months) 25-35%
International indicator (foster care) Improvement in academic achievement 10-20%

International indicator (SEL) Improvement in academic and behavioural outcomes 11-20%
International indicator  

(trauma-informed approaches) Improvement in teacher-child interaction 30-40%

In Central Asian countries, significant variability re-
mains between models of family-based and institutional 
care. This directly affects children’s socio-psychologi-
cal development and the formation of their educational 
trajectories. Family-based forms of upbringing create a 
more stable emotional environment and strengthen pro-
tective developmental factors. In contrast, a higher share 
of institutional care is associated with an increased risk 
of emotional and behavioural difficulties due to limited 
personalisation of interactions and a lack of stable attach-
ments. Meanwhile, international data on adverse child-
hood experiences shows that experiencing multiple trau-
mas significantly increases the risk of learning difficulties 
and impaired social adaptation, highlighting the need for 
trauma-informed support models. Foster care and social 
and emotional learning are effective because they pro-
vide personalised interaction, stable emotional bonds and 
self-regulation development. Trauma-informed approach-
es improve pedagogical interaction quality by considering 
the child’s individual traumatic experience. Overall, the 
results obtained reflect the effectiveness of psychosocial 
interventions depending on the degree of family integra-
tion, environmental stability and the extent to which trau-
matic experience is considered in educational and social 
practices. The centrality of the family, extended family 
and community in child-rearing systems in Central Asian 
countries highlights their role as fundamental sociocultur-
al institutions in fostering emotional stability and social 
integration. In this context, a new approach is emerging 
that considers childhood trauma to be a consequence of 

adverse developmental experiences and rethinks institu-
tional care. These findings provide a foundation for fur-
ther comparative analysis of psychosocial support models 
for children in various alternative care settings.

In Kyrgyzstan, Kazakhstan and Uzbekistan, state- and 
internationally-supported initiatives are being imple-
mented to reform the alternative care system for children. 
These include UNICEF programmes on deinstitutionalisa-
tion and the development of family-based care, such as 
the Child Protection Programme in Kyrgyzstan (United 
Nations Children’s Fund in Kyrgyzstan, n.d.), the Foster 
Care Development Programme in Kazakhstan (Foster care 
in Kazakhstan…, 2025) and the Keeping Families Togeth-
er in Central Asia programme in Uzbekistan (UNICEF 
Europe and Central Asia Regional Office,  2024). These 
initiatives aim to reduce residential care, strengthen fam-
ily-based care and introduce case management in child 
protection. These programmes gradually regard insti-
tutional care as a temporary solution while prioritising 
keeping children in family environments and developing 
professional foster care systems. Additionally, approach-
es involving inter-agency coordination of social services, 
assessment of the child’s needs, and the development of 
individual protection plans are employed. This increas-
es the targeted nature of assistance and reduces the risk 
of retraumatisation. In Georgia, the state Child Welfare 
and Alternative Care Reform programme, supported by 
UNICEF, is implementing reform of the alternative care 
system. This programme provides for the deinstitution-
alisation of young children, the development of foster  
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families and professional foster care, and the strengthen-
ing of the role of communities and social services in the 
early identification of family crises. This model demon-
strates the most consistent transition towards a fami-
ly-oriented system in which institutional care is used only 
as an exceptional, short-term form of support (United 
Nations Children’s Fund in Georgia, 2024). Table 2 pre-
sents the results of a comparative analysis of alternative  

childcare practices in Kyrgyzstan, Kazakhstan, Uzbeki-
stan and Georgia, reflecting the characteristics of the pro-
grammes, including models of substitute families, the level 
of development of family-based forms of upbringing, the 
degree of institutionalisation of the child protection sys-
tem, the specific features of preparation and support for 
foster families, and approaches to integrating trauma-in-
formed practices into national social protection systems.

Table 2. Comparative analysis of trauma-informed practices in systems of family-based alternative care

Source: compiled by the authors based on Foster care in Kazakhstan… (2025), United Nations Children’s Fund in Kyrgyzstan (n.d.), 
United Nations Children’s Fund in Uzbekistan (n.d.), SOS Children’s Villages Georgia (n.d.)

Aspect  
of analysis

Kyrgyzstan (Child 
Protection, UNICEF)

Kazakhstan  
(Foster Care Programme)

Uzbekistan (Family 
Preservation Reform) Georgia (Alternative Care)

Trauma-informed 
organisation  

of family care

Reactive model: the family 
is involved after crisis 
events; trauma is taken 

into account fragmentarily

Partly systemic model: 
consideration of traumatic 
experience as a mandatory 

component of child placement

Focus on preventing 
separation, but without 

in-depth trauma-
informed diagnosis

Systemic trauma-informed 
model: assessment of 

traumatic experience is a 
basic condition of placement

Assessment of 
childhood trauma 

(ACEs) before 
placement

Limited, mostly social risk 
assessment

Standardised tools for 
assessing the behavioural 

and psycho-emotional 
consequences of trauma

Mainly socio-family 
assessment without 

in-depth trauma 
screening

Comprehensive assessment of 
ACEs with psychological and 

behavioural profiling  
of the child

Preparation  
of foster 

parents (trauma 
competence)

General social preparation 
without a systemic  

trauma focus

Mandatory training 
with elements of trauma 

awareness: stress,  
behaviour, crisis

Limited preparation, 
focused on family 

support

Standardised trauma-
informed preparation: 

emotional regulation, co-
regulation, secure attachment

Approach to the 
child’s behaviour

Behaviour is often 
interpreted as a 

disciplinary problem

Behaviour is considered  
as a consequence of stress  

and trauma

A family-normative 
interpretation 
of behaviour 
predominates

Behaviour is regarded as a 
manifestation of traumatic 

experience, in line with 
the principle of avoiding 

retraumatisation
Mechanisms 
of the child’s 

emotional 
regulation

Unstructured, dependent 
on individual specialists

Partial implementation  
of psychological support  
and case management

Focus on family 
support without 

systemic therapeutic 
interventions

Integrated trauma-informed 
practices: stabilisation, co-

regulation, safe environment

Prevention of 
retraumatisation

No systemic prevention 
model

Partly taken into account 
through specialist support

Focus on preserving 
the biological family 
as a protective factor

Central principle of the 
system: minimisation of 

retraumatisation

Psychosocial 
support  

for the child
Basic social support Case management with 

psychological services Socio-family support
Multidisciplinary trauma-

informed support: 
psychologist, social worker, 

family

Focus of the 
support system Crisis response Combined model of support 

and stabilisation
Prevention of family 

separation
Restoration of safety,  

trust, attachment  
and self-regulation

A comparative analysis was conducted to reveal dif-
ferences between alternative childcare programmes in 
Kyrgyzstan, Kazakhstan, Uzbekistan and Georgia. These 
differences are determined by varying levels of institution-
alisation within the child protection system, approaches 
to developing family-based forms of care, and the de-
gree to which socio-psychological support is integrated. 
In Kyrgyzstan, reform is being implemented through the 
Child Protection in Kyrgyzstan programme, with the aim 
of developing family-based care and gradually reducing 
residential care (United Nations Children’s Fund in Kyr-
gyzstan,  n.d.). In Kazakhstan, the “What We Do in Ka-
zakhstan” programme is being implemented, with an 
emphasis on establishing a system of professional foster 
care and standardising alternative forms of care (United 
Nations Children’s Fund in Kazakhstan, n.d.). In Uzbeki-
stan, the Keeping Families Together in Central Asia pro-
gramme is being implemented, with the aim of preventing 

the separation of children from their biological families 
by strengthening social services and identifying risks at 
an early stage (UNICEF Europe and Central Asia Regional 
Office, 2024). In Georgia, the EU and UNICEF programme 
“Supporting the Government to Protect a Child’s Right 
to a Family Environment” is operational (United Nations 
Children’s Fund in Georgia, 2024). This programme pri-
oritises consistent deinstitutionalisation and the develop-
ment of long-term, family-based care models.

O. Nehrii  (2025) noted that a reduction in the num-
ber of crisis pedagogical situations in work with children 
who have traumatic experience is possible provided that 
trauma-informed pedagogical scenarios are implemented 
systematically, performing not only a reactive but, above 
all, a preventive function. The use of such scenarios makes 
it possible to prevent emotional breakdowns, conflict-re-
lated behavioural reactions and the disorganisation of the 
learning process by creating a predictable, structured and 
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safe environment. The main purpose of using pedagogical 
scenarios is to form stable models of interaction between 
the adult and the child, in which the child’s behaviour is 
regarded as a signal of their emotional state rather than as 
a breach of discipline.

 Correcting behaviour in such situations involves rec-
ognising stress triggers early on, applying emotional regula-
tion techniques and gradually teaching the child self-control 
skills. Breathing stabilisation methods, grounding tech-
niques, visual lesson structures and co-regulation with an 
adult can reduce the intensity of stress responses and pre-
vent them from escalating (Dajani et al., 2025). Rather than 

controlling behaviour through punishment, pedagogical 
scenarios should aim to restore the child’s internal balance, 
which reduces the frequency of crisis situations in the long 
term. Thus, the systematic application of these approaches 
stabilises the educational process and improves children’s 
psychological safety. Table  3 presents modelled forms of 
psychosocial interaction between the specialist and the child 
when implementing the trauma-informed approach in indi-
vidual, group, and foster care contexts involving children 
with traumatic experiences. It describes behavioural man-
ifestations, pedagogical actions, tools of emotional regula-
tion, and expected psychological and pedagogical outcomes.

Table 3. Models of psychosocial interaction between the specialist and the child within the trauma-informed approach

Source: compiled by the authors on the basis of UNICEF Europe and Central Asia Regional Office  (2024), United Nations 
Children’s Fund in Kyrgyzstan (n.d.), United Nations Children’s Fund in Uzbekistan (n.d.)

Model  
of psychosocial 

interaction between 
the specialist  
and the child

Number of 
participants

Type  
of child/group 

behaviour
Pedagogical actions Tools and 

mechanisms
Psychological  

and pedagogical impact

Individual interaction 
between a pupil and 
a teacher during an 

emotional breakdown

1 pupil + 1 
teacher

Impulsive 
behaviour, 
refusal to 

complete tasks, 
emotional 
outburst

Instead of punishment: 
a pause, lowering the 

voice, support, shifting 
the focus from the task 

to the child’s state

Breathing 
exercises (4-4-
6), “emotional 

labelling” 
technique, 

grounding, calm-
down pause

Restoration of emotional 
balance and gradual return to 
learning activity. Reduction in 
stress activation, development 

of self-regulation, and formation 
of trust in the teacher

Group learning 
situation involving 

conflict behaviour by 
one pupil

5-6 
pupils + 1 

teacher

Conflict, noise, 
disorganisation, 
group agitation

Isolation of the conflict 
situation without 
stigmatisation, a 

structured pause for the 
class, return to rules

Calm corner, 
visual classroom 

rules, activity 
stop signal, short 
group breathing 
synchronisation

Restoration of discipline without 
escalation of the conflict. 

Reduction in group tension, 
stabilisation of the learning 
process, and development of 

collective regulation

Interaction between a 
child with traumatic 

experience and a 
caregiver in a foster-

care environment

1 child + 1 
caregiver

Rejection of the 
adult, distrust, 
verbal protest

Acceptance of 
emotions, calm 

presence, absence 
of pressure, gradual 

establishment  
of contact

Co-regulation, 
active listening, 

mirroring of 
emotions, stable 
interaction ritual

Gradual formation of trust 
and reduction of resistance. 
Formation of attachment, 

stabilisation of emotional state, 
and reduction  

of reactive behaviour

The psychosocial interaction models presented in the 
table reflect the key mechanisms of the trauma-informed 
approach. This approach is aimed at stabilising the child’s 
emotional state, restoring a sense of safety, and forming 
trusting relationships with adults in individual, group, and 
family contexts. They are significant because they replace 
punitive and directive practices with supportive strategies 
for behaviour regulation, such as providing emotional sup-
port, maintaining a structured environment and facilitating 
co-regulation. This reduces stress levels, prevents conflict 
escalation and enables the gradual restoration of learning 
and social activities. Such approaches are particularly im-
portant in the foster care environment, as they contribute 
to the formation of secure attachments, reduce reactive be-
havioural manifestations, and promote the long-term psy-
chological stabilisation of children with traumatic experi-
ences. This is consistent with the principles of alternative 
care and family-oriented support.

Implementing the trauma-informed approach in Kyr-
gyzstan requires teachers, psychologists and caregivers to be 
prepared to use methods for recognising childhood trauma 
and emotional regulation, as well as breathing exercises and 

visualised rules of behaviour. This will help them to create a 
safe and predictable educational environment. This involves 
interaction between schools, social services and foster fami-
lies, using training cases in pilot programmes and assessing 
effectiveness by analysing changes in children’s behaviour, 
anxiety levels and engagement in learning. Studies of chil-
dren who have experienced adverse childhood experiences 
have shown that the consequences of ACEs primarily man-
ifest as disturbances to psycho-emotional stability, self-reg-
ulation, social adaptation and the formation of trust in the 
surrounding environment (Malik & Marwaha, 2023). ACEs 
include physical or psychological violence, neglect, loss of 
parental care, prolonged institutional care, family conflict 
and emotional deprivation. Such events cause chronic stress, 
affecting the child’s nervous system and increasing anxiety 
and emotional tension. This disrupts their capacity for safe 
interaction with others. Consequently, many children exhib-
it difficulties in controlling their emotions, displaying either 
impulsive or withdrawn behaviour, heightened vigilance, a 
fear of making mistakes, and a distrust of adults. This negative-
ly impacts interpersonal relationships, the ability to achieve 
social integration, and the formation of stable attachments.
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One of the key factors in overcoming the consequences 
of a traumatic experience is the quality of family or sub-
stitute care received. Children who are raised in a stable 
environment with consistent adult support are able to re-
cover their sense of safety and emotional predictability 
more quickly. Parents, guardians or foster families play an 
important role in responding to a child’s behavioural diffi-
culties with understanding rather than punishment or strict 
control. Stable relationships with adults contribute to the 
formation of trust, the development of emotional self-regu-
lation skills, and a reduction in anxiety levels. By contrast, 
frequent changes of residence, unstable care or an absence 
of support intensify feelings of danger and social isolation. 
It has been shown that ACEs also disrupt a child’s cogni-
tive functioning, as prolonged stress reduces their ability 
to concentrate, control their behavioural responses, make 
decisions, and interact effectively with their social envi-
ronment. Children may experience difficulties planning ac-
tions, memorising information, adapting to new situations, 
and maintaining constructive communication. However, 
the extent of these impairments depends on the level of 
support that the child receives from their family, the ed-
ucational environment and the social protection system. 
Access to systematic psychological and social assistance is 
particularly important as it ensures the early identification 
of emotional difficulties and provides stable support for de-
veloping skills for safe interaction (Neumann et al., 2021).

The trauma-informed approach is considered an effec-
tive way of restoring psychological and emotional safety, 
as well as social integration, in children who have expe-
rienced ACEs. Implementing this approach involves cre-
ating a predictable and supportive environment in which 
the child is not exposed to traumatisation. Key compo-
nents include developing emotional self-regulation, using 
co-regulation techniques, supporting positive attachment, 
forming trusting relationships with adults, and providing 
continuous psychological support. When working with 
children, it is advisable to employ safe communication 
strategies, visualised behavioural rules, emotionally sup-
portive rituals and consistent forms of interaction. Compre-
hensive psychological and social support helps to reduce 
anxiety, improve social adaptation and restore a sense of 
safety, while gradually fostering the ability to form trust-
ing interpersonal relationships. Consistency of support 
from psychologists, social workers and family members is 
an important factor in positive dynamics, since it is the 
stability of interaction that enables the child to gradual-
ly reduce internal tension and develop a sense of control 
over their own emotional state. Research by A.D. Stein et 
al.  (2023) showed that children who regularly receive 
emotionally safe support demonstrate a lower tendency 
towards aggressive reactions, avoidance of contact, and 
social isolation. At the same time, a supportive environ-
ment fosters communication skills, the ability to seek help, 
constructive responses to conflict, and the maintenance of 
interpersonal relationships. Another significant component 
is the interdisciplinary collaboration between social and  

psychological services, ensuring continuity of support and 
a timely response to changes in the child’s emotional state. 
Through a trauma-informed approach, children gradually 
restore their ability to achieve emotional stability, engage 
in safe social interactions, and develop trust in adults. This 
reduces behavioural difficulties, strengthens the sense of 
protection and develops more resilient psychological ad-
aptation mechanisms in everyday life. Supportive practices 
also contribute to restoring the child’s positive self-esteem 
and emotional confidence within society.

 DISCUSSION
The models of psychosocial interaction presented here re-
flect the practical implementation of the trauma-informed 
approach in individual, group, and foster care environ-
ments. They aim to replace punitive pedagogical respons-
es with supportive and regulatory strategies. The models 
demonstrate the multi-level interaction between intercul-
tural factors, the trauma-informed approach, and psycho-
social support for children within the alternative care sys-
tem. Support is most effective when emotional sensitivity, 
cultural adaptation and the coordinated work of specialists 
from different fields are combined. This aligns with the 
findings of C.R.M. de Beer et al. (2024), who analysed peer 
support models for children with mental health issues and 
found that mutual support and social inclusion strength-
ened adaptive resources. The authors emphasised that the 
sustainability of such models depends on support being 
integrated into institutional practices. Analysis of the ob-
tained data shows that the level of emotional support in the 
alternative care system directly correlates with the quali-
ty of children’s adaptation to new social conditions. Psy-
chological trauma in children is a complex developmental 
disorder arising from the loss of parental care, violence, 
or institutional upbringing. It leads to persistent changes 
in emotional, behavioural, and cognitive domains. This is 
consistent with the findings of K. Hettinger et al.  (2023), 
who established a link between emotional support from 
teachers and the development of learning motivation. The 
researchers note that a positive emotional climate in the 
classroom strengthens interest in learning and reduces 
anxiety levels. A similar pattern is reflected in the work 
of G.  Mudhar  et al.  (2024), who state that inclusive ap-
proaches are more effective when teachers collaborate and 
have professional confidence. The scholars emphasise that 
cooperation between teachers improves the quality of emo-
tional support provided to pupils. The data demonstrate 
that the trauma-oriented approach reduces manifestations 
of emotional maladjustment, particularly in cases of early 
trauma. This is consistent with the findings of N.L. Maje-
bi et al. (2024), who describe the integration of trauma-in-
formed practices into educational systems as a means of 
addressing behavioural issues in vulnerable groups. Addi-
tionally, the scholars note that such approaches enhance 
children’s capacity for self-regulation. Institutional care in 
Central Asian countries remains relatively high, exceed-
ing global indicators. This indicates the uneven nature of 
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deinstitutionalisation processes in the region. Similar pro-
visions can be found in the works of L. Wang et al. (2024) 
and A. Chacko et al.  (2024), in which psychological first 
aid following traumatic events is considered a means of 
stabilising the emotional state. The researchers emphasise 
that timely intervention reduces the risk of developing 
post-traumatic disorders.

The level of trust that children have in the care system 
is determined by the intercultural sensitivity of specialists. 
This is confirmed by the findings of R. Lyons et al. (2024), 
who found that emotional support within the family in-
fluences long-term decision-making and psychological sta-
bility. It is noted that stable emotional bonds contribute 
to increased resilience. Similar conclusions were reached 
by A.  Diab & E.  Green  (2024), who emphasised the im-
portance of supportive systems in fostering resilience in 
professional and social contexts. The scholars also stressed 
that mentoring support reduces emotional burnout among 
teachers. This is also highlighted in the study by R. Ho-
sokawa  et al.  (2024), which found that social and emo-
tional learning from an early age improves emotional reg-
ulation. Programmes have a long-term positive effect on 
children’s behaviour. A.W.  Syakhrani & A.  Aslan  (2024) 
present similar results, identifying the role of informal fam-
ily learning in determining the development of children’s 
social competence. The family environment is emphasised 
as a basic factor in the formation of emotional maturity. Ef-
fective pedagogical interaction with traumatised children 
requires methods of emotional regulation and support to 
be employed. This contributes to the restoration of trust 
and improvement in behaviour and academic achievement. 
This is consistent with the conclusions of A.  Tomoda  et 
al. (2025), who analysed the neurobiological consequences 
of child maltreatment on brain structure and function, and 
attachment mechanisms. Notably, a correlation was iden-
tified between early traumatic experiences, disruptions in 
neural network development, and the development of dis-
organised or insecure attachment patterns in children. The 
authors emphasise that empathy improves the quality of 
interaction with patients. The study by J.D. Kliewer-Neu-
mann et al. (2023) focuses on the symptoms of attachment 
disorders in children in foster families, examining their re-
lationship with the level of secure attachment. The study 
shows that the quality of attachment substantially deter-
mines the severity of emotional and behavioural difficul-
ties, as well as the level of a child’s social adaptation. These 
findings are consistent with those of C.J. Wiedermann et 
al.  (2023), who argue that educational policies form the 
basis of a mental health support system. The researchers 
emphasise the need for intersectoral collaboration to im-
prove assistance effectiveness. Within the foster care envi-
ronment, interaction models contribute to the development 
of secure attachments and the restoration of trust in adults. 
This is a key factor in long-term emotional stabilisation. 
M. Eiberg (2024) shares this view. They studied the cog-
nitive functioning of children in out-of-home alternative 
care, including intelligence levels, executive functions such 

as attention, working memory, and cognitive flexibility, as 
well as the overall development of brain functions, com-
paring them with normative indicators. 

The study revealed significant delays in most cognitive 
domains and an elevated incidence of cognitive challenges 
among this group of children. Analysis of the results ob-
tained demonstrates the role of the educational environ-
ment in fostering psychosocial resilience. This is consistent 
with the findings presented in the article by N. Naeem et 
al. (2022), which examined the neurobiological mechanisms 
involved in the formation of early attachment in infants, as 
well as the impact of traumatic experience on parent-child 
interaction. The authors demonstrated that disrupting 
emotionally sensitive interactions in early childhood leads 
to changes in the development of the brain’s stress-regu-
lation systems, particularly the hypothalamic-pituitary-ad-
renal axis. This has a negative impact on the formation of 
secure attachments, emotional regulation, and subsequent 
social development. This study emphasises that early trau-
matic experiences can have long-term neurobiological con-
sequences for personality development. These findings are 
consistent with those of R.S. Kennedy et al.  (2023), who 
found that racial differences in the alternative care system 
influence children’s level of well-being. Integrating psycho-
logical, social, and pedagogical support tools systemically 
increases the effectiveness of assistance for children with 
traumatic experiences, creating conditions for their safe 
social integration and emotional well-being. The need to 
eliminate structural inequalities is emphasised. A child’s 
behaviour gradually changes from reactive to more con-
trolled through stable rituals and consistent adult behav-
iour. This reduces anxiety levels and the sense of danger. 
This is consistent with a study by D. West et al. (2022), in 
which the formation of attachment in young children in 
foster families was analysed. It was found that the quali-
ty of attachment largely depends on the stability of care, 
the sensitivity of foster parents, and the length of time the 
child spends in the family environment. They also found 
that secure attachment is associated with better emotional 
regulation and social adaptation. Generalising the results 
obtained shows that combining intercultural, trauma-ori-
ented and alternative approaches is the basis of effective 
psychosocial support for children in the alternative care 
system. It has been established that the effectiveness of 
such support is enhanced through emotional sensitivity, 
early intervention, and the use of various therapeutic and 
digital tools. The results confirmed that the effectiveness of 
psychosocial support for children in alternative care sys-
tems depends on combining a trauma-informed approach 
with intercultural sensitivity, emotional support, and inter-
disciplinary collaboration among specialists. This approach 
contributes to restoring trust, self-regulation, social adap-
tation, and psychological resilience in children.

 CONCLUSIONS
Psychological trauma is regarded as a complex develop-
mental disorder resulting from the loss of parental care,  
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Аннотация. Бул изилдөөнүн максаты альтернативдик камкордуктагы балдарды психосоциалдык колдоодо 
маданияттар аралык аспектилерди жана алардын балдар үйлөрүндө жана багып алуучу үй-бүлөлөрдө 
тарбияланган балдар менен иштөөдөгү натыйжалуулугун эске алуу менен травмага негизделген мамилени ишке 
ашыруу шарттарын аныктоо болгон. Изилдөө методологиясына академиялык булактардын теориялык талдоосу, 
эл аралык жана аймактык программалардын салыштырмалуу талдоосу жана мекемелик жана үй-бүлөлүк 
камкордук боюнча статистикалык маалыматтарды талдоо кирген. Бул макалада билим берүү чөйрөсүндө 
травмага негизделген мамилени колдонуунун педагогикалык шарттары негизделет жана мугалимдердин 
кризистик кырдаалдарда кандай жүрүм-туруму керектиги сунушталат. Изилдөөдө балдардагы психологиялык 
травма ата-эненин камкордугун жоготуудан, зомбулуктан же узак мөөнөттүү мекемелештирүүдөн келип чыккан 
татаал өнүгүү бузулушу катары каралары аныкталган. Мындай травманын эмоционалдык туруктуулуктун негизи 
болгон коопсуздуктун негизги сезиминин калыптанышына терс таасири баса белгиленген. Кыскача маалыматтар 
көрсөткөндөй, Борбордук Азияда мекемелик камкордуктун көрсөткүчү 100 000 балага болжол менен 203 балага 
туура келет, бул 100 000 балага болжол менен 105 балага барабар болгон глобалдык көрсөткүчтөн ашып түшөт. 
Ошол эле учурда, Кыргызстандагы балдардын болжол менен 69 % үй-бүлөлүк камкордукка жайгаштырылган, ал 
эми Казакстанда болжол менен 44 % жана Өзбекстанда 58 %, бул өлкөлөр боюнча альтернативдик камкордук 
моделдериндеги олуттуу айырмачылыктарды чагылдырат. Натыйжада, эмоционалдык жөнгө салуу механизмдери 
бузулуп, тынчсыздануунун күчөшү жана туруксуз реакциялар катары көрүнөөрү аныкталды. Жүрүм-турумдук 
адаптациядагы кыйынчылыктар жана көңүл топтоо жөндөмдүүлүгүнүн төмөндөшү да байкалат. Адистердин жана 
балдардын ортосундагы психосоциалдык өз ара аракеттенүү моделдери жеке, топтук жана үй-бүлөлүк камкордук 
контексттеринде эмоционалдык, жүрүм-турумдук жана социалдык байланышты камтыган типтүү кырдаалдарды 
чагылдырат. Бул эмоционалдык жөнгө салуу механизмдерин, травматикалык тажрыйбалардын көрүнүштөрүн 
жана колдоочу жана травмага негизделген кийлигишүү стратегияларынын натыйжалуулугун талдоого мүмкүндүк 
берет. Изилдөөнүн практикалык мааниси анын психологиялык жана педагогикалык колдоонун натыйжалуулугун 
жогорулатуу максатында альтернативдик камкордуктагы балдар менен иштөөдө билим берүү жана социалдык 
практикага травмага негизделген мамилени киргизүү мүмкүнчүлүгүндө жатат
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бүлөлөр; педагогикалык өз ара аракеттенүү; деинституционалдаштыруу
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Аннотация. Целью данного исследования было выявление условий внедрения подхода, учитывающего 
травматический опыт, в психосоциальную поддержку детей, находящихся в альтернативных формах опеки, с 
учетом межкультурных аспектов, а также оценка его эффективности при работе с детьми, воспитывающимися в 
детских домах и приемных семьях. Методология исследования включала теоретический анализ академических 
источников, сравнительный анализ международных и региональных программ, а также анализ статистических 
данных об институциональной и семейной опеке. В статье обоснованы педагогические условия применения 
подхода, учитывающего травматический опыт, в образовательной среде и предложены рекомендации по 
поведению учителей в кризисных ситуациях. Исследование показало, что психологическая травма у детей 
рассматривается как комплексное нарушение развития, возникающее в результате потери родительской 
заботы, насилия или длительной институционализации. Подчеркнуто негативное влияние такой травмы 
на формирование базового чувства безопасности, являющегося основой эмоциональной стабильности. 
Обобщенные данные свидетельствуют о том, что показатель институциональной опеки в Центральной Азии 
составляет приблизительно 203 на 100  000 детей, что превышает среднемировой показатель около 105 на 
100 000. Между тем, около 69 % детей в Кыргызстане находятся на попечении семей, по сравнению с примерно 
44 % в Казахстане и около 58 % в Узбекистане, что отражает значительные различия в альтернативных моделях 
ухода в разных странах. Установлено, что в результате нарушаются механизмы эмоциональной регуляции, 
проявляющиеся в повышенной тревожности и нестабильных реакциях. Также наблюдаются трудности в 
поведенческой адаптации и снижение способности к концентрации. Модели психосоциального взаимодействия 
между специалистами и детьми отражают типичные ситуации, включающие эмоциональный, поведенческий и 
социальный контакт в контексте индивидуального, группового и семейного ухода. Это позволяет анализировать 
механизмы эмоциональной регуляции, проявления травматического опыта и эффективность поддерживающих 
и травмоориентированных стратегий вмешательства. Практическая значимость исследования заключается 
в его потенциале внедрения травмоориентированного подхода в образовательную и социальную практику 
при работе с детьми, находящимися на альтернативном попечении, с целью повышения эффективности 
психологической и педагогической поддержки

Ключевые слова: эмоциональное состояние; уровень тревожности; социальные службы; приемные семьи; 
педагогическое взаимодействие; деинституционализация
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Abstract. Beginning Chinese learners from Central Asia often show uneven development in classroom participation, online 
practice, and Chinese character writing. This study examined how smart teaching tools support formative assessment and 
process feedback in an elementary international Chinese classroom. A 12-week teaching practice was conducted with 17 
students from Kyrgyzstan, Kazakhstan, and Russia, representing learners from Central Asia and neighbouring regions; 14 
of them were Dungan students. Multi-source data collected through Chaoxing Learning Platform, the International Chinese 
Smart Teaching System, and a smart handwriting pen system were analysed with descriptive statistics and qualitative 
observation. The results showed that digital interaction was used 4.6 times per 50-minute class on average, increasing from 
3.2 times per class in the first week to 5.1 times per class in the twelfth week, and the average participation rate in demanding 
tasks such as recitation and translation reached 94.1%. The average online practice score was 90.1, and each assignment 
was submitted 6.3 times on average, showing repeated corrective learning based on platform feedback. The average regular 
performance score was 90.12, the average final course grade was 76.94, and the passing rate was 100%. Handwriting 
trajectories revealed stroke order, stroke direction, starting position, and structural layout problems that were not fully 
visible in final written products, such as writing the vertical stroke before the horizontal stroke in simple characters like “十”. 
Students showed positive acceptance of the tools, with an average satisfaction score of 4.19 out of 5; the point system received 
the highest score of 4.41. The findings show that smart teaching tools make the learning process of Central Asian Chinese 
learners more visible and provide practical evidence for classroom adjustment, writing feedback, and formative assessment
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 INTRODUCTION
International Chinese education has developed rapidly 
with the expansion of educational mobility, regional co-
operation, and intercultural communication. In this con-
text, Central Asian students constitute an important learn-
er group in Chinese language education in China because 
of increasing academic mobility, regional cooperation, 
and cross-border communication. Students from Kyr-
gyzstan, Kazakhstan, Russia, Uzbekistan, and neighbour-
ing regions often study Chinese for academic mobility, 
professional development, cross-border communication, 
and cultural exchange. Some students, particularly those 
with Dungan backgrounds, may have oral familiarity with 
Chinese-related speech varieties because of their commu-
nity language background, but this familiarity does not 
necessarily translate into standard Chinese literacy skills, 

especially character reading and writing. This difference 
can be explained by the distinction between oral experi-
ence and literacy experience. The previous schooling of 
Dungan learners is based mainly on Cyrillic alphabetic 
literacy, which develops linear, letter-by-letter visual pro-
cessing and left-to-right writing routines. Chinese charac-
ters, in contrast, require two-dimensional spatial analysis, 
stroke-based production, and attention to component ar-
rangement and stroke order. The visual-spatial and motor 
skills developed through Cyrillic-based literacy are there-
fore not directly compatible with the stroke-based logic 
and structural principles of Chinese characters. As a result, 
oral familiarity with Chinese-related speech varieties does 
not by itself facilitate the acquisition of Chinese character 
reading and writing.

https://orcid.org/0009-0005-6220-4310
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teaching research. Third, although digital handwriting 
technology has been used in Chinese character research, its 
pedagogical value in formative assessment and everyday 
classroom feedback remains underexplored.

Therefore, this study investigated how smart teaching 
tools supported formative assessment and process feedback 
for Central Asian beginning Chinese learners. The study 
addressed the following three research questions: 1. What 
patterns of classroom interaction, online practice, and 
handwriting behaviour emerged when smart tools were in-
tegrated into formative assessment for beginning Central 
Asian Chinese learners? 2. What learning-process evidence 
can be obtained from classroom interaction, online prac-
tice, and handwriting trajectory data? 3. How do Central 
Asian students perceive these smart tools in their Chinese 
learning process? The novelty of the study lies in the inte-
grated use of three types of smart tools in a natural class-
room setting: a learning management platform, a smart 
Chinese teaching system, and a smart handwriting pen 
system. By combining classroom interaction data, online 
practice data, and handwriting trajectory data, the study 
provides a more detailed view of the learning process of 
Central Asian beginning Chinese learners and offers prac-
tical evidence for process-oriented formative assessment.

 LITERATURE REVIEW
Smart teaching tools in language education
Smart teaching tools have become increasingly common 
in language education. They include learning manage-
ment systems, online practice platforms, speech evalu-
ation systems, artificial intelligence-supported resourc-
es, intelligent feedback systems, and digital handwriting 
tools. In language classrooms, these tools can support 
task distribution, interaction, feedback, assessment, and 
learning-process recording. Research on smart education 
suggests that intelligent technologies can reshape teach-
ing and learning methods by improving access to learning 
resources, supporting personalised learning, and making 
learning behaviour more traceable (Yang  et al.,  2025). 
E.J.  Chukwuemeka  (2025) argued that smart education 
creates opportunities for more interactive and accessible 
learning, but it also brings challenges related to infrastruc-
ture, privacy, and teacher readiness. In Chinese language 
education, smart teaching design has been discussed as a 
way to connect pre-class preparation, in-class interaction, 
after-class practice, and post-learning reflection (Wen & 
Liu, 2023). J. Cai & X. Liu (2023) proposed a multi-stage 
smart teaching model for international Chinese education, 
showing that smart platforms can support differentiated in-
struction and classroom participation.

Language learning studies have also examined digi-
tal and artificial intelligence-supported learning environ-
ments. E. Alhusaiyan (2025) reviewed current trends in ar-
tificial intelligence in foreign language learning and found 
that technology-supported systems can enhance writing 
quality, scoring accuracy, and learner engagement, but 
teacher intervention remains necessary. Y. Li et al. (2025) 

Chinese character writing is one of the most difficult 
components for beginning learners whose previous literacy 
experience is based mainly on alphabetic writing systems. 
Learners must acquire not only the final visual form of a 
character but also stroke order, stroke direction, starting 
position, component arrangement, and spatial structure. 
If assessment focuses only on the final written product, 
teachers may overlook hidden procedural errors. For ex-
ample, a character may look visually acceptable, while the 
learner may have written it with incorrect stroke sequence 
or reversed stroke direction. These process-level problems 
may influence later character learning and writing fluen-
cy. Addressing such process-level problems is also part of 
the broader transformation of international Chinese edu-
cation in the new era, which has raised new requirements 
for teaching models, learner support, and educational 
technology (Li & Liu, 2021). Smart teaching tools provide 
new possibilities for addressing these problems. Recent 
reviews have identified intelligent technology, smart ped-
agogy, smart learning environments, smart learning, and 
smart learners as major pillars of smart education (Yang et 
al.,  2025). Smart education has also been discussed as a 
way to connect traditional classroom instruction with dig-
ital resources, interactive platforms, and adaptive learn-
ing opportunities (Chukwuemeka, 2025). In international 
Chinese education, smart teaching design has been used 
to support classroom interaction, task organisation, re-
source integration, and learning-process records (Wen & 
Liu, 2023). At the same time, research on online learning 
environments and learning analytics has shown that plat-
form data can provide evidence of engagement, participa-
tion, and learning outcomes. J. Fan & M. Tian (2026) found 
that online learning environment factors influenced Chi-
nese as a foreign language learning achievement among in-
ternational students in China through student engagement. 
M. Hernández-Campos et al. (2025) reported that engage-
ment and platform behaviour were frequently used indi-
cators in learning analytics systems for evaluating higher 
education outcomes.

Recent Chinese language and character learning stud-
ies also provide important theoretical support. L. Yang & 
J.  Lin  (2026) examined writing development in Chinese 
as a foreign language and showed that writing develop-
ment involves multiple textual and linguistic dimensions. 
H. Sun et al. (2026) found that computer-assisted stroke or-
der learning influenced second language learners’ Chinese 
character writing. J. Yu et al. (2026) analysed teachers’ be-
liefs and practices in Chinese character teaching and high-
lighted the continuing importance of character instruction 
in Chinese as a foreign language education. Despite these 
developments, several gaps remain. First, many studies dis-
cuss smart education at a general level, while fewer stud-
ies examine how multiple smart tools can be integrated 
into formative assessment in a natural elementary Chinese 
classroom. Second, the learning characteristics of Central 
Asian Chinese learners, especially Dungan learners, have 
not received sufficient attention in classroom-based smart 
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reviewed large language model-supported smart educa-
tional services and emphasised personalised learning, as-
sessment, data management, and ethical challenges. How-
ever, smart tools do not automatically improve learning. 
Their value depends on task design, teacher interpretation, 
learner engagement, and the connection between digital 
evidence and pedagogical feedback.

The first tool type is learning management systems, 
represented in this study by Chaoxing Learning Platform. 
Learning analytics research indicates that platform records 
of attendance, response frequency, and task completion 
can serve as useful indicators of behavioural engagement 
in higher education (Hernández-Campos et al., 2025; Ngu-
lube & Ncube,  2025). In Chinese language education, 
platform-supported teaching design has been shown to 
connect pre-class preparation, in-class interaction, and af-
ter-class practice into a continuous learning cycle (Wen & 
Liu, 2023; Zhou et al., 2024). These studies justify the use 
of a learning management platform as the organisational 
basis of formative assessment in the present study.

The second tool type is online language practice sys-
tems, represented in this study by the International Chi-
nese Smart Teaching System. Research on smart Chinese 
teaching has shown that platform-based speech imitation, 
online exercises, and assignment submission can support 
differentiated instruction and repeated corrective practice 
(Cai & Liu, 2023). C. Xu & J. Bai (2025) further demonstrat-
ed that behavioural analytics generated by smart education 
systems can support dynamic quality assessment in Chinese 
language courses. J. Fan & M. Tian (2026) showed that stu-
dent engagement mediated the relationship between online 
learning environment factors and Chinese as a foreign lan-
guage learning achievement among international students 
in China, which indicates that practice-platform records 
can provide meaningful evidence about learning processes.

The third tool type is digital handwriting technology, 
represented in this study by a smart handwriting pen sys-
tem. Stroke-level handwriting research has demonstrated 
that trajectory data can reveal preparation and execution 
processes that remain invisible in final written products 
(Xu et al., 2026). Computer-assisted stroke order learning 
has been shown to influence second language learners’ 
Chinese character writing and comparisons of typing and 
handwriting suggest that handwriting supports distinctive 
orthography-sound and orthography-meaning mappings 
(Sun et al., 2026; Shi et al., 2026). For beginning learners of 
Chinese as a foreign language, character structural features 
observed during writing are closely related to the legibility 
of handwritten characters (Lai et al., 2025). These findings 
support the use of smart handwriting tools for process-ori-
ented writing assessment.

Formative assessment and learning analytics
Formative assessment refers to assessment activities that 
provide information for improving teaching and learning 
during the learning process. Unlike summative assessment, 
which mainly focuses on final achievement, formative  

assessment emphasises feedback, adjustment, and contin-
uous improvement. P.  Black & D.  Wiliam  (1998) argued 
that formative assessment is effective when evidence about 
student learning is used to adapt teaching to meet learner 
needs. J. Hattie & H. Timperley  (2007) further indicated 
that effective feedback should help learners understand 
current performance, learning goals, and next steps.

Recent studies have extended formative assessment 
into digital environments. C. Hankeln et al. (2025) discussed 
the development of digital formative assessment tools for 
deeper learning goals and argued that digital assessment 
should provide meaningful evidence rather than only sur-
face-level correctness. B.P.  Solis Trujillo  et al.  (2025) re-
viewed formative assessment and feedback in graduate 
studies and found that timely and specific feedback sup-
ports self-regulation and learning motivation. These find-
ings are relevant to language learning because beginning 
learners need repeated practice, correction, and feedback 
before stable language habits can be formed. Learning an-
alytics offers another important perspective. G. Siemens & 
P. Long (2011) described learning analytics as a way to use 
educational data to understand and optimise learning. Re-
cent studies have shown that learning analytics systems of-
ten use engagement, platform behaviour, task completion, 
and performance records to evaluate learning outcomes in 
higher education (Hernández-Campos et al., 2025). P. Ngu-
lube & M.M. Ncube  (2025) showed that learning analyt-
ics can improve the user experience of learning manage-
ment systems, but data interpretation remains a challenge. 
M.Á.  Rodríguez-Ortiz  et al.  (2025) further reported that 
machine learning and generative artificial intelligence are 
increasingly used in higher education learning analytics, 
although transparency and pedagogical grounding are still 
concerns. In the present study, learning analytics is not 
treated as automated prediction. Instead, platform data are 
used as formative evidence. Attendance records, classroom 
interaction, online practice scores, repeated submissions, 
and handwriting trajectories are interpreted together with 
classroom observation and student feedback.

Chinese character writing  
and digital handwriting evidence
Chinese character learning is a central challenge in Chi-
nese as a foreign language education. Unlike alphabetic 
writing systems, Chinese characters require learners to 
coordinate form, sound, meaning, stroke order, stroke di-
rection, component structure, and spatial arrangement. For 
learners from Central Asia, previous experience with Cyril-
lic or other alphabetic scripts may influence their percep-
tion of Chinese character structure and stroke production. 
Recent research has shown that Chinese writing develop-
ment involves multiple linguistic and textual dimensions. 
L. Yang & J. Lin (2026) measured writing development in 
a Chinese as a foreign language context and showed that 
learners’ progress is reflected not only in final text quali-
ty but also in character-level and structural development. 
J. Yu et al. (2026) found that Chinese as a foreign language  
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teachers generally regard Chinese character learning as es-
sential for language development, though their instruction-
al practices vary across teaching contexts.

Stroke order and handwriting processes are also im-
portant. H. Sun et al. (2026) showed that computer-assisted 
stroke order learning influenced Chinese character writing 
among second language learners. Q. Shi et al. (2026) com-
pared typing and handwriting in Chinese character learn-
ing and suggested that different production modes support 
different mappings among orthography, sound, and mean-
ing. C.  Zhang & I.  Tsimpli  (2026) highlighted the inter-
action of phonology, orthography, and semantics in early 
Chinese character processing. Z. Xiao et al. (2025) further 
quantified regularities between orthography and phonolo-
gy in the Chinese writing system, offering additional evi-
dence for the complexity of Chinese character processing. 
Digital handwriting research provides direct support for 
process-oriented assessment. Z. Xu et al. (2026) construct-
ed a stroke-level large-scale database of Chinese character 
handwriting and developed the OpenHandWrite_Toolbox, 
showing that handwriting trajectory data can reveal prepa-
ration and execution processes. Recent classroom-based 
research further showed that character structural features 
were closely related to the legibility of handwritten Chi-
nese characters among beginning Chinese as a foreign 
language learners (Lai et al., 2025). These studies suggest 
that Chinese character writing assessment should not focus 
only on final written products but should also examine how 
characters are produced.

 MATERIALS AND METHODS
Participants and learning context. The participants 
were 17 international students enrolled in an elementa-
ry Chinese course at a university in China in 2025. The 
class was selected through convenience sampling because 
it was a natural elementary Chinese class taught by the 
author during the 2025 academic year. For privacy pro-
tection, the students were coded as S01 to S17. They 
came from Kyrgyzstan, Kazakhstan, and Russia, repre-
senting learners from Central Asia and neighbouring re-
gions. Eleven students were from Kyrgyzstan, two from 
Kazakhstan, and four from Russia. Fourteen students were 
Dungan, and three were non-Dungan. Their ages ranged 
from 16 to 20 years, with a mean age of 17.5 years. Their 
previous Chinese learning experience ranged from one to 
six months.

Among the 17 students, 14 were true beginners, ac-
counting for 82.4% of the class. Three students had lim-
ited previous exposure to Chinese, accounting for 17.6%. 
The participant group was pedagogically relevant because 

it represented a typical Central Asian beginner class with 
uneven oral and literacy development. Some Dungan stu-
dents had certain oral familiarity with Chinese-related 
oral varieties, but most participants had limited experi-
ence with standard written Chinese and Chinese character 
writing. The course was an elementary Chinese course that 
included pronunciation, vocabulary, grammar, sentence 
patterns, communicative practice, and Chinese character 
writing. The teaching practice lasted 12 weeks from Sep-
tember to November 2025.

Smart teaching tools and data sources. Three smart 
teaching tools were used in the study. The first tool was 
Chaoxing Learning Platform. It was mainly used for class-
room organisation, including attendance, quick response, 
random selection, discussion, homework distribution, and 
classroom interaction. The platform generated records of 
attendance, response frequency, participation, and home-
work-related interaction. The second tool was the In-
ternational Chinese Smart Teaching System. It was used 
for online language practice, including speech imitation, 
online exercises, assignment submission, and learning re-
cords. The system generated data such as practice scores, 
number of submissions, completion time, and task perfor-
mance. The third tool was a smart handwriting pen system. 
It was used to record Chinese character writing process-
es. The system captured handwriting trajectories, stroke 
order, stroke direction, writing time, and dynamic replay 
information. These data allowed the teacher to observe 
how students wrote characters instead of only checking 
final written products. The three tools were used togeth-
er to support formative assessment. Chaoxing Learning 
Platform provided evidence about classroom participation; 
the International Chinese Smart Teaching System provided 
evidence about online practice and correction; the smart 
handwriting pen system provided evidence about Chinese 
character writing processes.

Formative assessment design. The formative assess-
ment system consisted of three components: behaviour 
points, learning points, and handwriting points. Behaviour 
points were mainly derived from Chaoxing Learning Plat-
form and reflected attendance, quick response, discussion, 
and homework interaction. Learning points were mainly 
derived from the International Chinese Smart Teaching 
System and reflected speech imitation, online practice, and 
assignment submission. Handwriting points were derived 
from the smart handwriting pen system and the smart 
teaching system, reflecting stroke order, stroke direction, 
starting position, writing trajectory, and character struc-
ture. The three components, their data sources, main indi-
cators, and weights are presented in Table 1.

Component Data source Main indicators Weight

Behaviour points Chaoxing Learning Platform Attendance, quick response, discussion,  
homework interaction 30%

Learning points International Chinese Smart Teaching System Speech imitation, online practice,  
assignment submission 40%

Table 1. Components and data sources of the formative assessment system
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The three components were combined into a total 
formative score. Behaviour points accounted for 30%, 
learning points accounted for 40%, and handwriting points 
accounted for 30%. The weighting was determined ac-
cording to the course objectives. Language knowledge and 
practice tasks accounted for the largest proportion, while 
classroom participation and Chinese character writing 
were also considered important components. The points 
were summarised weekly. Students could see their recent 
performance in attendance, classroom participation, online 
practice, and handwriting tasks. Teachers used the week-
ly records to identify students with unstable participation, 
delayed submissions, or persistent handwriting difficulties.

Teaching procedure. The teaching practice lasted 
12 weeks and included three stages. The first stage was 
preparation, covering Weeks 1 and 2. During this stage, the 
teacher prepared the digital tools and explained the learn-
ing rules. Students installed Chaoxing Learning Platform, 
registered for the International Chinese Smart Teaching 
System, received smart handwriting pens, and completed 
account binding. The teacher demonstrated attendance 
check-in, speech imitation, online exercises, assignment 
submission, and handwriting upload. Trial activities were 
conducted to ensure that students could use the tools.

The second stage was classroom implementation, cov-
ering Weeks 3 to 10. Teaching followed a cycle of pre-class 
analysis, in-class adjustment, and after-class feedback. Be-
fore class, the teacher reviewed the previous week’s points 
and platform records to identify common problems and 
individual difficulties. During class, the teacher used dif-
ferent tools according to task type. Attendance, quick re-
sponses, and discussions were conducted through Chaoxing 
Learning Platform. Speech imitation and sentence-pattern 
practice were assigned through the International Chinese 
Smart Teaching System. Chinese character writing tasks 
were recorded with the smart handwriting pen system. Af-
ter class, the teacher summarised attendance, interaction, 
online practice, and handwriting records, and updated 
weekly points. The third stage was summary and feedback, 
covering Weeks 11 and 12. During this stage, the teacher 
exported the full-cycle data, including points, practice re-
cords, handwriting trajectories, course grades, and student 
feedback. A questionnaire on students’ satisfaction with 
smart teaching tools was administered. Semi-structured in-
terviews and classroom observation notes were also used 
to understand students’ perceptions of the tools and the 
formative assessment process.

Data collection and analysis. The study collect-
ed both quantitative and qualitative data. Quantitative 
data included classroom interaction records, attendance  

records, online practice scores, number of assignment 
submissions, course grades, and questionnaire responses. 
Qualitative data included classroom observation notes, 
open-ended questionnaire responses, interview comments, 
and handwriting trajectory examples. Descriptive statis-
tics were used to analyse classroom interaction frequency, 
participation rate, online practice scores, assignment sub-
mission times, course grades, and satisfaction scores. Per-
centages, means, maximum values, and minimum values 
were calculated where appropriate. The questionnaire was 
designed with reference to the technology acceptance mod-
el, especially perceived usefulness and perceived ease of 
use (Davis, 1989). It included 14 items and used a 5-point 
Likert scale. The items covered perceived usefulness, per-
ceived ease of use, classroom interaction, online practice, 
handwriting feedback, and overall satisfaction. The ques-
tionnaire was newly developed for this study rather than 
adapted from an existing validated instrument: its items 
were constructed on the basis of the perceived usefulness 
and perceived ease of use constructs of the technology ac-
ceptance model (Davis,  1989) and were adjusted to the 
three smart tools used in the course. To ensure content 
validity, the draft items were reviewed by two specialists 
in international Chinese language education and one spe-
cialist in educational measurement, who evaluated the rel-
evance, clarity, and completeness of each item, and items 
judged ambiguous or overlapping were revised or removed. 
The revised questionnaire was then piloted with five inter-
national students from a parallel elementary Chinese class, 
and minor wording adjustments were made according to 
their feedback. The internal consistency of the final 14-
item questionnaire was acceptable (Cronbach’s α = 0.86).

Qualitative data were used to interpret the quantita-
tive findings. Classroom observation, interview feedback, 
and handwriting trajectory replay were compared with 
platform data. This triangulation helped the teacher un-
derstand whether low points resulted from absence, low 
participation, incomplete online practice, or specific hand-
writing difficulties. The study did not use a control group 
or a pre-test/post-test experimental design. Therefore, 
the analysis focused on classroom implementation, learn-
ing-process evidence, and student perceptions. The study 
did not make causal claims about the effect of smart tools 
on language achievement.

All student data were anonymised. Students were 
coded as S01 to S17 in the analysis. Participation in the 
questionnaire and interviews was voluntary, and informed 
consent was obtained from all participants; for students 
under 18, consent was obtained from their parents or le-
gal guardians. No personally identifiable information was 

Component Data source Main indicators Weight

Handwriting points Smart handwriting pen system  
and smart teaching system

Stroke order, stroke direction, starting position, 
writing trajectory 30%

Table 1. Continued

Note: the assessment system was designed for the elementary Chinese course in this study
Source: developed by the author based on the formative assessment design of the course
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reported. The study used classroom data only for teaching 
research and formative assessment analysis. The study was 
conducted in accordance with the ethical principles of the 
Declaration of Helsinki (World Medical Association, 2013).

 RESULTS AND DISCUSSION
Smart classroom interaction broadened participation
Chaoxing Learning Platform records showed that digital 
classroom interaction was used frequently during the 12-
week practice. On average, 4.6 digital interactions, includ-
ing attendance, quick responses, discussions, and home-
work-related activities, were initiated in each 50-minute 
class. The average interaction frequency increased from 
3.2 times per class in Week 1 to 5.1 times per class in Week 
12. Among different types of interaction, quick response 
activities were the most frequent. There were 103 quick 
response activities, accounting for 41.4% of all recorded 
interactions. Homework-related interactions occurred 86 
times, accounting for 34.5%. Attendance activities oc-
curred 49 times, accounting for 19.7%. In relatively de-
manding classroom tasks such as recitation and transla-
tion, the average participation rate reached 94.1%, which 
means that approximately 16 students participated in each 
task on average.

Classroom observation showed that the platform 
broadened participation opportunities. In traditional class-
room interaction, students usually responded by raising 
their hands. In this situation, answers often came from a 
small number of active students. After quick response and 
random selection were introduced, more students entered 
classroom activities. The teacher could also identify stu-
dents who were less active and invite them to participate in 
appropriate tasks. The time needed for different tasks also 
varied. For simple response tasks, such as reading names or 
answering multiple-choice questions, the average response 
time was 2.36 seconds. For complex production tasks, such 
as reading aloud and retelling, the average completion 
time was 229.42 seconds. This difference indicates that 
oral production tasks required more language processing 
and output time than simple recognition tasks.

These findings suggest that smart classroom tools made 
participation more visible. The result is consistent with 
learning analytics research indicating that platform be-
haviour and engagement are important indicators in eval-
uating learning processes and outcomes (Hernández-Cam-
pos et al., 2025; Ngulube & Ncube, 2025). It also supports 
the view that smart education can create more interactive 
and traceable learning environments (Yang  et al.,  2025; 
Chukwuemeka,  2025). However, participation frequency 
should not be interpreted as direct evidence of learning 
quality. High response frequency may indicate active en-
gagement, but it does not automatically prove deeper lan-
guage acquisition. Therefore, platform data should be com-
bined with task quality, teacher observation, and student 
feedback. A concrete case from the present data illustrates 
this point. One student (S09) ranked among the five most 
active students in quick-response activities throughout the 

twelve weeks but obtained a final course grade of 62, only 
slightly above the passing threshold; classroom observation 
and interview data suggested that his rapid responses often 
relied on recognising familiar words rather than on stable 
language knowledge. In contrast, another student (S14) 
took part relatively rarely in whole-class quick-response 
activities but achieved a final grade of 95 through steady 
online practice and repeated handwriting revision. These 
two cases show that high interaction frequency does not 
necessarily correspond to strong learning outcomes, and 
that limited visible interaction does not necessarily indi-
cate weak learning.

The point system provided continuous feedback. Dur-
ing the practice, the overall class points showed an upward 
trend, and rankings changed frequently. For example, S01 
was not ranked high in the early stage, but later improved 
through stable attendance, active response, and completion 
of handwriting tasks. This suggests that the formative point 
system did not fix students’ positions at the beginning. In-
stead, students could improve their performance through 
continuous participation. This is consistent with formative 
assessment theory, which emphasises the use of evidence 
to support learning adjustment during the learning process 
(Black & Wiliam, 1998).

Online practice showed repeated corrective learning
The International Chinese Smart Teaching System pro-
vided records of online practice, assignment submission, 
and repeated correction. The average online practice score 
of the 17 students was 90.1. All students obtained a full 
score at least once. Some students showed particularly sta-
ble performance. For example, S02 obtained full scores in 
16 of 17 exercises, and S03 obtained full scores in 17 of 
18 exercises. S01 also achieved full scores in several con-
secutive course exercises. A notable feature of the online 
practice data was repeated submission. On average, each 
assignment was submitted 6.3 times by each student. The 
maximum number of submissions was 12, and the mini-
mum was 3. Most repeated submissions occurred two to 
three days before the assignment deadline. This indicates 
that many students did not stop after one attempt. Instead, 
they used platform feedback to revise answers and im-
prove task completion. Compared with previous research, 
this level of repeated submission is relatively high: in a 
study of online assessments with unlimited attempts, stu-
dents used an average of 2.56 attempts per quiz (Brazhkin 
& Strakos, 2023). The higher average in the present study 
suggests that the combination of immediate platform feed-
back, weekly points, and teacher follow-up encouraged 
sustained corrective practice beyond what is usually ob-
served in online assessment settings.

Repeated submission should not be interpreted as di-
rect proof of learning improvement. However, it does show 
that students were willing to correct their work based on 
feedback. Similarly, high platform scores should be inter-
preted as evidence of task completion and correction rather 
than as a direct measure of overall Chinese proficiency. For 
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beginning learners, pronunciation, vocabulary, sentence 
patterns, and Chinese characters all require repeated input, 
output, and correction. The smart teaching system recorded 
practice frequency, submission time, scores, and revision be-
haviour, allowing the teacher to observe students’ learning 
rhythm and identify those who needed additional support.

Course grades were also examined. The final course 
grade consisted of regular performance and final exami-
nation results, each accounting for 50%. Regular perfor-
mance included attendance, classroom interaction, online 
practice, assignment submission, speech imitation, and 
handwriting tasks. The average regular performance score 
was 90.12. The highest score was 100, and the lowest was 
80. The average final course grade was 76.94. The highest 
final grade was 99, and the lowest was 60. The passing 
rate was 100%, and the excellent rate was 35.3%. The dif-
ference of approximately 13 points between the average 
regular performance score (90.12) and the average final 
course grade (76.94) requires careful interpretation, as it 
represents one of the most pedagogically significant find-
ings of this study. Three factors may explain this gap. First, 
platform-based tasks allowed repeated attempts and im-
mediate feedback, so regular scores reflect students’ best 
corrected performance rather than their unaided compe-
tence. Second, the final examination required independ-
ent, one-time production under time constraints, includ-
ing open-ended tasks in which students could not rely on 
platform scaffolding or corrective feedback. Third, regular 
performance also included attendance and participation 
components, which raised the average independently of 
language mastery. This pattern is consistent with formative 
assessment research showing that performance in digitally 
scaffolded tasks does not automatically transfer to unaided 
performance in summative settings (Black & Wiliam, 1998; 
Hankeln et al., 2025). The gap therefore indicates that high 
platform scores should be read as evidence of engagement 
in corrective learning rather than as direct predictors of 
final achievement, and that formative practice should be 
complemented with unaided, transfer-oriented tasks that 
prepare students for final assessment.

These results indicate that the students generally met 
the course requirements and engaged in repeated correc-
tive practice. Digital formative assessment research has 
shown that digital tools can provide timely evidence and 
support learning adjustment when they are connected to 
meaningful feedback (Hankeln et al., 2025; Solis Trujillo et 
al., 2025). In the present study, repeated submissions and 
online scores functioned as process evidence rather than 
as final achievement indicators. This distinction is impor-
tant because a high number of submissions may indicate 
active correction, but it may also indicate uncertainty 
or task difficulty. Therefore, submission records should 
be interpreted together with score changes, task quality, 
and classroom observation. These findings are also rele-
vant to Chinese learning in online environments. J. Fan & 
M. Tian (2026) found that student engagement mediated 
the relationship between online learning environment and 

Chinese as a foreign language learning achievement among 
international students in China. C. Xu & J. Bai (2025) also 
discussed dynamic quality assessment in Chinese language 
courses through smart education systems and behavioural 
analytics. The present study adds classroom-level evidence 
by showing how repeated practice records can support 
teacher decision-making in an elementary Chinese class.

Smart handwriting trajectories revealed  
process-level errors
Chinese character writing was one of the most important 
areas in which smart teaching tools provided additional 
evidence. Classroom observation and handwriting trajec-
tory replay showed that Central Asian beginning learners’ 
errors were mainly concentrated in stroke order, stroke 
direction, starting position, and structural layout. Some 
students wrote the character “十” by writing the vertical 
stroke before the horizontal stroke. Some students wrote 
the internal strokes of “田” in an incorrect order. These 
examples indicate that students were not yet familiar 
with basic stroke order rules. Other students wrote the 
first horizontal stroke of “平” like a left-falling stroke, or 
wrote the left-falling stroke of “女” with an inaccurate an-
gle. These examples suggest weak awareness of stroke di-
rection. In characters such as “国”, some students placed 
the internal component inaccurately, leading to poor pro-
portion and structural imbalance. The smart handwriting 
pen system allowed the teacher to replay students’ writing 
trajectories. When many students made similar mistakes, 
the teacher displayed trajectory replay in class, compared 
student writing with standard stroke order, and explained 
the correct writing process step by step. This process 
helped students compare their own writing with standard 
character production.

Figure 1 presents a handwriting sample of the Chinese 
character “祝” recorded by the smart handwriting pen 
system. The left panel shows the student’s original writ-
ten form, the middle panel presents the dynamic trajecto-
ry replay, and the right panel shows the stroke order and 
structural decomposition in different colours. The example 
demonstrates that trajectory replay can reveal process-lev-
el problems in stroke order, stroke direction, starting posi-
tion, and character structure that may not be fully visible 
from the final written form alone.

Figure 1. Student writing, dynamic trajectory replay,  
and stroke-structure decomposition of the Chinese character “祝”
Note: student information was anonymised
Source: classroom handwriting data collected by the smart 
handwriting pen system
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Questionnaire results showed that students’ satisfac-
tion with the handwriting demonstration and trajectory 
replay function was 4.12 out of 5. One student commented 
that when writing at home, it was difficult to know wheth-
er the writing process was correct, but the online demon-
stration made it easier to understand how to write the char-
acter. This feedback indicates that smart handwriting tools 
can transform the invisible writing process into observa-
ble feedback materials. These findings are consistent with 
recent Chinese character writing and digital handwriting 
research. H. Sun et al. (2026) showed that computer-assist-
ed stroke order learning influenced Chinese character writ-
ing among second language learners. Z. Xu  et al.  (2026) 
demonstrated that stroke-level handwriting trajectories 
provide fine-grained evidence for analysing handwriting 
preparation and execution. J. Yu et al. (2026) also showed 
that Chinese character instruction remains a central com-
ponent of Chinese as a foreign language education. In the 
present study, the smart handwriting pen system played a 
formative role by allowing the teacher to observe not only 
whether a character was written correctly, but also how 
the character was produced.

The findings also correspond to previous research on 
Central Asian learners. Y.  Lai  et al.  (2025) showed that 
character structural features were related to the legibili-
ty of handwritten Chinese characters among beginning 
learners. The present study extends these findings by 
showing how handwriting trajectory data can be used as 
formative assessment evidence in everyday classroom in-
struction. For Central Asian learners with alphabetic writ-
ing backgrounds, Chinese character writing requires new 
visual-spatial and motor habits. Dungan students may have 
oral familiarity with Chinese-related speech varieties, but 
this does not automatically support standard Chinese char-
acter writing. Therefore, process-oriented writing feedback 
is necessary. Smart handwriting pens can complement tra-
ditional correction by showing whether an error originates 
from stroke order, stroke direction, starting position, or 
structural layout.

Student satisfaction confirmed practical acceptability
At the end of the teaching practice, 17 valid question-
naires were collected. The results showed that students 
generally accepted the smart teaching tools positively. 
The average satisfaction score across all tool functions 
was 4.19 out of 5. Among the specific functions, the point 
system received the highest score, with a mean of 4.41 and 
a standard deviation of 0.71. The quick response function 
received a mean score of 4.35 and a standard deviation of 
0.79. Random selection and photo-based attendance both 
received mean scores of 4.18. The handwriting demon-
stration and trajectory replay function received a mean 
score of 4.12. Grouping and online question answering 
both received mean scores of 4.06. In addition, 88.2% of 
students believed that online tools improved their Chi-
nese learning efficiency, while 11.8% believed that the 
tools might be helpful.

Open-ended responses showed that students particu-
larly valued the point system, quick response activities, 
and handwriting trajectory replay. Among the 12 students 
who gave the point system a score of 5, 10 were relatively 
active in quick response activities. This suggests that stu-
dents’ positive evaluation of the point system was generally 
consistent with their classroom participation. Students who 
had weaker Chinese character writing foundations tended 
to value trajectory replay more strongly. This indicates 
that students’ acceptance of different tools was related to 
their individual learning needs. The findings correspond 
to the technology acceptance model, which suggests that 
perceived usefulness and perceived ease of use influence 
users’ willingness to use technology (Davis, 1989). In this 
study, students’ satisfaction was not distributed evenly 
across all functions. More active students tended to value 
point-based interaction, while students with weaker hand-
writing foundations valued trajectory replay. This suggests 
that smart tool acceptance depends not only on technical 
design but also on learners’ specific difficulties.

The results also show that smart tools require teacher 
interpretation. Digital data did not automatically produce 
pedagogical decisions. Low participation might result from 
absence, low confidence, task difficulty, or unfamiliarity 
with the platform. A handwriting error might result from 
misunderstanding of stroke rules, lack of practice, or tech-
nical issues. Therefore, smart tool data should be used as 
evidence for teacher judgment rather than as a replace-
ment for teacher judgment. The integration of multiple 
data sources was useful because each tool had limitations. 
Classroom interaction data showed participation but not 
necessarily learning quality. Online practice data showed 
scores and submissions but not all learning difficulties. 
Handwriting trajectory data showed writing processes but 
covered only character tasks. When these sources were 
combined, the teacher obtained a more complete picture 
of student learning. This has practical significance for in-
ternational Chinese education because beginning Central 
Asian learners often show uneven development across oral 
communication, online practice, and written Chinese.

 CONCLUSIONS
This study explored the use of smart teaching tools in form-
ative assessment for Central Asian beginning Chinese learn-
ers. The 12-week classroom practice showed that Chaox-
ing Learning Platform, the International Chinese Smart 
Teaching System, and a smart handwriting pen system 
could provide complementary evidence about classroom 
participation, online practice, repeated correction, and 
Chinese character writing processes. The results indicate 
that smart tools helped make students’ learning behaviours 
more visible. Digital classroom interaction was used 4.6 
times per class on average, and the average participation 
rate in demanding tasks reached 94.1%. Online practice 
data showed that students achieved an average score of 
90.1 and submitted each assignment 6.3 times on average. 
Handwriting trajectory data helped identify stroke order, 
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stroke direction, starting position, and structural layout 
problems. Students also reported generally positive atti-
tudes toward the tools, with an average satisfaction score 
of 4.19 out of 5. At the same time, the average final course 
grade (76.94) was markedly lower than the average reg-
ular performance score (90.12). This gap suggests that 
strong performance in scaffolded, feedback-rich platform 
tasks did not fully transfer to independent, one-time ex-
amination performance, and that formative online practice 
should be combined with unaided, transfer-oriented tasks.

The findings are particularly relevant to Central Asian 
Chinese learners. Some students may have oral famili-
arity with Chinese-related language environments, but 
their standard Chinese literacy skills, especially Chinese 
character writing, still require systematic support. Smart 
handwriting trajectories were useful for revealing writ-
ing-process problems that could not be fully observed 
through final written products alone. Pedagogically, the 
findings suggest that teachers of beginning Chinese learn-
ers can combine platform participation records, online 
practice data, and handwriting trajectory feedback to 
identify different types of learning difficulties and provide 
more targeted formative support. It should also be noted 
that, because only three participants were non-Dungan, 
the present data did not allow a systematic comparison 
between Dungan and non-Dungan learners; the findings 
therefore describe the class as a whole rather than differ-
ences between these two groups.

The study also has limitations. First, it was based on a 
small natural class of 17 students, and the participants came 
mainly from Central Asia. Therefore, the findings cannot 
be directly generalised to all international Chinese class-
rooms. Second, the study did not include a control group 

or a pre-test/post-test design. As a result, it cannot prove 
that smart tools caused improvement in language achieve-
ment. Third, data integration depended largely on manual 
exporting and recording by the teacher, which increased 
workload. Fourth, although the point system encouraged 
participation, it might also create pressure for students 
with lower scores. Fifth, the small number of non-Dun-
gan students (n = 3) did not permit a direct comparison 
between Dungan and non-Dungan learners, so possible 
group differences could not be examined. Future research 
should include larger samples, longer observation periods, 
comparative designs, and automated integration of mul-
ti-source data. Further studies may also compare different 
groups of Central Asian Chinese learners and examine how 
smart handwriting feedback influences long-term character 
learning. In particular, future studies with larger samples 
should directly compare Dungan and non-Dungan learners 
in order to clarify how community language background 
interacts with smart tool-supported Chinese learning.
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Борбордук Азиядан келген кытай тилин үйрөнүүчүлөр  
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Аннотация. Борбордук Азиядан келген кытай тилин жаңыдан үйрөнүп баштаган студенттер көбүнчө сабакка 
катышуу, онлайн практика жана кытай иероглифтерин жазуу сыяктуу багыттарда бирдей эмес өнүгүүнү 
көрсөтүшөт. Бул изилдөөдө баштапкы деңгээлдеги эл аралык кытай тили сабагында акылдуу окутуу куралдары 
формативдик баалоону жана окуу процессиндеги кайтарым байланышты кандайча колдой тургандыгы изилденди. 
12 жума бою Кыргызстан, Казакстан жана Россиядан келген 17 студенттин катышуусунда окутуу жүргүзүлдү. 
Алар Борбордук Азия жана ага чектеш аймактардын окуучуларын түзүшкөн; алардын 14ү дунган улутундагы 
студенттер болгон. Chaoxing Learning Platform, Эл аралык кытай тилин акылдуу окутуу системасы жана 
иероглифтерди жазуу үчүн акылдуу калем системасы аркылуу чогултулган көп булактуу маалыматтар сыпаттама 
статистика жана сапаттык байкоо ыкмалары менен талданды. Натыйжалар санариптик өз ара аракеттенүү 50 
мүнөттүк бир сабакта орточо 4,6 жолу колдонулганын көрсөттү. Бул көрсөткүч биринчи жумада 3,2 жолудан 
он экинчи жумада 5,1 жолуга чейин өскөн. Жаттоо жана котормо сыяктуу татаал тапшырмаларга катышуунун 
орточо деңгээли 94,1 % түзгөн. Онлайн практиканын орточо упайы 90,1 болуп, ар бир тапшырма орточо 6,3 жолу 
тапшырылган. Бул студенттердин платформа берген кайтарым байланыштын негизинде каталарын оңдоо үчүн 
тапшырмаларды кайра-кайра аткаргандыгын көрсөтөт. Учурдагы жетишкендиктин орточо баасы 90,12, курстун 
жыйынтыктоочу баасы 76,94, ал эми өтүү көрсөткүчү 100 % түзгөн. Иероглиф жазуу траекторияларын талдоо 
даяр жазуу иштеринен дайыма эле көрүнбөгөн көйгөйлөрдү аныктоого мүмкүндүк берди. Аларга сызыктардын 
жазылуу тартиби жана багыты, жазуунун баштапкы чекити жана иероглифтин түзүмдүк жайгашуусу кирет. 
Мисалы, “十” сыяктуу жөнөкөй иероглифтерде тик сызыкты туурасынан мурда жазуу көйгөйү байкалган. 
Студенттердин акылдуу окутуу куралдарына болгон мамилеси оң болгон. Канааттануунун орточо көрсөткүчү 5 
баллдан 4,19 түздү. Упай системасы эң жогорку баага ээ болуп, 4,41 баллды түздү. Изилдөөнүн жыйынтыктары 
акылдуу окутуу куралдары Борбордук Азиядан келген кытай тилин үйрөнүүчүлөрдүн окуу процессин ачык-айкын 
көрсөтүүгө мүмкүндүк берерин көрсөттү. Ошондой эле алар сабактарды жөнгө салуу, жазуу боюнча кайтарым 
байланыш берүү жана формативдик баалоону жүргүзүү үчүн практикалык негиз түзөт

Негизги сөздөр: окуу аналитикасы; дунган окуучулары; кытай иероглифтерин жазуу; формативдик баалоо; 
класстагы өз ара аракеттенүү; окуу процессиндеги кайтарым байланыш
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Аннотация. Начинающие изучающие китайский язык из Центральной Азии часто демонстрируют 
неравномерное развитие в таких аспектах, как участие в занятиях, онлайн-практика и написание китайских 
иероглифов. В данном исследовании изучалось, как интеллектуальные инструменты обучения поддерживают 
формативное оценивание и предоставление обратной связи в процессе обучения на начальном уровне 
международного китайского языка. В течение 12 недель проводилось обучение с участием 17 студентов из 
Кыргызстана, Казахстана и России, представляющих страны Центральной Азии и соседние регионы; 14 из них 
были дунганами. Многоисточниковые данные, собранные с помощью платформы Chaoxing Learning Platform, 
системы интеллектуального обучения международному китайскому языку и системы интеллектуальной ручки 
для письма, анализировались с использованием описательной статистики и качественного наблюдения. 
Результаты показали, что цифровое взаимодействие использовалось в среднем 4,6 раза за 50-минутное занятие: 
показатель увеличился с 3,2 раза на первой неделе до 5,1 раза на 12-й. Средний уровень участия в сложных 
заданиях, таких как пересказ и перевод, достиг 94,1 %. Средний балл онлайн-практики составил 90,1, при этом 
каждое задание выполнялось в среднем 6,3 раза, что свидетельствует о повторном корректирующем обучении 
на основе обратной связи платформы. Средний балл за текущую успеваемость составил 90,12, итоговая 
оценка курса – 76,94, а показатель успешности – 100 %. Траектории письма позволили выявить проблемы с 
порядком и направлением черт, начальной точкой и структурным расположением, которые не всегда были 
заметны в готовых письменных работах, например написание вертикальной черты перед горизонтальной в 
простых иероглифах, таких как «十». Средняя удовлетворенность студентов инструментами составила 4,19 
из 5, при этом система баллов получила наивысшую оценку – 4,41. Полученные результаты показывают, что 
интеллектуальные инструменты делают процесс обучения китайскому языку у студентов из Центральной Азии 
более наглядным и предоставляют практические основания для корректировки занятий, обратной связи по 
письму и формативного оценивания

Ключевые слова: аналитика обучения; дунганские учащиеся; написание китайских иероглифов; формативное 
оценивание; взаимодействие в классе; обратная связь в процессе обучения
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